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Editor’s Note

The page numbers in paréntheses throughout these papers refer to
relevant pages of the Education Sector Working Paper Washington,

D.¢,: World Bank, December, 1974.

Although we have provided our own summary of the Education

" Sextor. Working Paper at Appendix 1, we advise readers that our publi-
_. cation ought to be read in conjunction with the full paper. This can
be obtained, free of charge, from the World Bank Headquarters in

Washington or any of its regional offices.
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_ Telephone: 01-930'3886

European Office;
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75116 Paris, France
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_ The g&g—long seminar described in'this report arose from the combina-

-tion sets of circumstances. The first set concerned the policy
adﬁpted in the Department of Education in Developing Countries at
the Umversny of London Instifute of Education in the last year or {wo
of organizing workshops designed to investigate in depth topics which
cut acypss the syllabus limitatiorh of the various departmental courses.
Examples of the type of topics which have been subjected to detailed

" academic examinatipn are the problems of school leavers and the
question of the size, growth and structure of national populauons in
relation to the supply of educational facilities.

The second set of circumstances reflected the irterest of many
staff memtrets and seme senior students with the educational policy
of the Warld Bank. The Bank now ranks as the largest single donor of

-educational aid. In the years 1972 to 1974, new Bank commitments to
the &ducation sector were running at the rate of over $200m. per year.
But the Bank’s influence on educatidn policies has rested on more than

" the amount of money lent and the new facilities created through its

Q

loans. Along with the money have gone ideas and'advice fo borrowers
te make their education systems contribute more efficiently and effec-
- tively to economic development. A Bank policy statement appeared in
" “the form of an Education Sector Working Paper in 1971 and when a
second paper was piblished in December 1974, it not only attracted
. the-keen attention of the Department but offered a very promising
basis for a detailed academic examinatiomof the educational factors
affecting development in the developivig world, *
First we organized a twp-day workshop mtlun the Department on
Band 9 May 1975. This was attended by a vety large number of students
- and staff fgom over thirty countries gnd led toa series of very lively and

. “ﬁm Working Paper. Washington pic.» World, Bank, Deeember
1?74. A free of charge, through World Bank offices (see p. 9). /

- s




Education Polgcy of the World Bank

well-informed discussions and to the wrnting of several background
papers. The preparations for this workshop also led to the idea that we
should nvite a number of leading academics with experience of the
developing world to join us 1n a day-long semunar to examine in detail
the educational bases of the Bank’s paper. This seminar was held atthe
University ‘of London Institute of Education on 19 May 1975.

It was a happy chance that Dr. Jean Bowman and Professor Arnold )
Anderson of the University of Chicago, Professor James Sheffield of Q
Teacher's College, Columbia, and Mr. Albert Ozigi of Ahmadu Bello ~
University, Zaria, had been warking witlrus during the year and were
able to participate 1n the seminar. We were also very glad to welcome
back two previous hexds of the department, Lione} Elvin and John
Lews. and a number ol academucs fromi other British universities. The
full hist of members of the seminar is appended at the end of thus
vqlume (Appendix 2). It wﬂarly a very strong and experienced
group which serout to put ucation Sector Working Paper under -
detailed academicscrutiny. {tdid not set out primarily todiscuss educa-

* uonal aid.-Indeed, a deliberate decision had-been taken not to invite
any members of the Bank or other international or national aid donors
but to concentsate on the paper as a contribution to the litetature on»
the bases of educational policy in the developing world. It was hoped,
by this means, to open up further discussions with other interested
persons andwith the donoragenties.

A reading of the background papers — which of course contain the
personal views of the authors and do not represent departmental or
1nststutxon34 policy — printed with this report might suggest that most
ofthe commentsat the semynar were hughly critical of the Bank's paper.

~ This was not so. The seminar took a good loek at the policies outlined
in the paper and 1n the s gge?,ted ways of implementation. There
certainly were criticisms. ‘Some were aimed at statements such as
‘Educmron systems have been irrelevant to the needs of developing
countries during the last two decades” (p. 3), which seemed to ignore
the quantitative and curgcular advances which have been made, and

> the strenuous efforts in some countries to=evolve systems relevant to
both traditional values and the creation of a modera sector. But, on the
other hand, the semunar welcomed, and explored such statements as,
“The new emphasis must also take account of diverse learningclientéles
and. consequently, of alternative delivery systems. Education cannot
be restricted to school-age youths’ (p. 15).

Great interest, too, agd much approval, was shown by the members
of the seminar in the sWith of the Bank’s emphasis frém the earlier
concentration on the production of high level skills for the modern
sector to assistance fo the traditional economy, the rural areas and the
poorest, towards, for example ‘the promotion of development strate-

_-gies designed to improve the well-being of the lower 40 per cent of the

10
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populaqon (P. 47) but 1{ was argued that the de\elopmem of the
much criticized small grdup of well-educated people in developmg
countries was, in fact, an'important factor in creating a situation in

. whichit betomes possible to offer “alternative delivery systems’

-In short. the seminar 'de\eloped into a sumulating discussion of
educatonal possibthities using the Bank’s paper as a starting point. It is
hoped that this report. inadequate as 1t inevitably must be in re-
creaung a,xl the cut ung thrust. the give and take of academic argument.
witl serve'to stimulate further discussion, The background papers have

- "already been sent to the World Bank and have been courteously

acknowledged. We hope there will be further dialogue. We hope, t00,
that there may be dialogue with potential recipients of Bank's assist-
ance and would welcome discussions with other palple concerned with
education and development in the developing world In the mearitime,
we feel a,warm debt of gratitudeto the Bank for itsinitiative in publish-
ing this Educanion Sector Working Paper and thereby stimulating the
extraordmanl\ interesting discussions in the semunar. ,

Fmaih I muyst thank the participants in the seminar for their
contributi@ns, both wrtten and verbal, and pay a particular trbute to
my ¢olleague, Peter Williams, who not only organized both the student
workshop and the seminar but has written the Report of the Proceed-
ings. He deserves our gratitude for offering siich a concise and coherent
account of aday’s fascinating but very diverse discussion.

R.C Honeybone i -
January 1976. -




Development through Education
seendimly
v

-

C.Arnold Anderson

| ]

The first’ World Bank Sector Working Paper on Education (1971)
proposed to ‘lescribe the distinctive economuc. finandal, and institu-
tional characterisycs of each sector. outhine the role played by each
sector in the general process of econormuc development’ togzther with
summarnizing the Bank’s activities iy the sector amd pointing out how
- combined ard programmes ‘can contribute to building up each sector’

in the associated countries (1971 p. 3).* In the second World Bank
Paper on Education issued i 1974 the aims are wedened- ‘to the
. developmental goal of economic growth must be added social dumen-
s16ns without which the mass of the people cannot achieve a fuller,
happier and moréproductivelife’ (1974.p1).

I would infer that the authors of this report have more careful
read pronoupcements by other international agencies than the burl
geoning research literature on ‘education and development’. If con-
tributors to this literature had been used as critics, 2 more creative
document might have resulted. The paper.is more clear about what
kinds of assistance the Bank has given and will give than about the
‘rea.sons for favourmg one or another kind of educational project.

Evaswe Notions aboutthe Development
Process .

At several pomts in each ggrsion readers are urged to adopt a com-
" prehensive view of the educational system, but we Ynust accept the
exhortation in place of exemphfication. How such a brpad view can

be used as a guide to policy 1s not made clear. The Bank staff should -

not be chivvied for failing to 1dentify the ‘functional’ outcomes of
educationial activities for no one has done thus. The dereliction lies

*This form ‘of citation refers to the 1971 or 1974 version of the papers and the
page. The two versions of the paper inciude 38 and 73 pages respectively.

\
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in encouragmg the belief that such cntena -are read,:!y comie by,
Indeed, once we underta&e to ‘integrate’ educatioral with other
developmental programmes the task of ‘evaluating’ projects or pro-
grammes becomes elusive. Such unspecnﬁable aims, moreoxer, divert
poligy makers from realization that_means can be vastly improved
wlt@t greater clarity in ‘goals. No educational system ever has been
assesSed in ‘overall; comprehensive' terms. The more useful an educa-
tional system becomes to its ambient society, the more manifold be-
come 1ts linkages to other aspects of* social change. Aceordingly, it
becomes progressively more difficult to make useful judgments about
congruence between particular programmes and desired outcomes.
The 1974-paper undeniably displays more awateness of the complexi-

‘ties of ‘development’ over and beyond ‘growth’ than does the 1971

statement. [t watild have been handsome of the writersto acknowledge

that key writers about ‘education and development’ had during more . °
> than a'decade been advocating )i justsuch a broad conception.

e

From contenging in the 197 paper that implanted ucatxonak_/

systems do not greatly facilitate development, the positidn“in 1974
bccomes thakthe transplanted systems had been serving aittoo well-
port the wrong sort of development. The anonymous writers'

ask® (1974: p. 11) “Who shall be edutated? How? For what? .
. At whatexpense ?', but these wetl-focused criteria are brought to bear

upon issues of policy with a loose-textured logic, Most of us would
agree that educational programmes cannot supply the major thrust to
dﬁopmem To be consistent there should be conseagys also on two |
corollanes: how education 1s made use of by meme:e% of a socnety
determines what contribution educatlon makes to change; and the use
that mdxvrdua'ls«do make of edu‘s@.non is not closely dependent upon
whether, ¢y hb;ve ejther brOad o?zclear concepuons of SOCIC[)"WldC
goals forzhangs. *

The present gommentary is not generally commendatory. "[he Bank
has what'is probably the largest fund for employing specialists and
consultants. Its files contain by far the most information (inclpding

_ confidential nptelhgence) abeut educational systenss. Its sector papers

will be wxde!y interprefed as offering wellagrouhded and theoretically
up-to-date asses¥nents of policies fo e Hi many sectors of
societal life, The paper then should bea f analysis.

e

Improvmg the ‘Fit’ between Education and
Soclety - .

-

In many instances observers: cOuld agree that o country’s gamut of
educational programmes 1 making a reasgfiable contribution to.

. “advancement of the society even though there might be little agreement

about the anthmcnc balance of benefits and costs. Assessments at-_

- -8 13 I
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hefisive development plan’ with which educational programmes are
supposed to be congruent. Both versions of the.paper prespppose that
‘needs’ of a country can be stipulated and that it is possible to. decide

- whether education is meeting-those r.ds But the latter more narrow
judgments about rieeds are easier than thé form oad judg- -

ments about congruence wi velopment plan:
The holistic or aggregative premises of thy rge in the
swegping assertions about the deficiencies of edugtional §ystems that
have been borrowed from more advanced countrigs (1974 pp. 12, 20),
systems that ‘have not acquired an indigenous character’. In order to
¢+ cope with problems relating-to ‘institutional transfér’ we must avoid
_being distracted by clichés about indigenous or foreign institutions.
Confidence of thé Bank in the virtues of ‘vocational education’
geflects optimism about the effects of education.generally and doubt
about the strength of indigénous cultural structeres — particularly .
.. local practices of apprenticeship. Because some countties or the rurat
- areas’'of most countries ¢an send few pupils beyond primary school, it
is inferréd umjustifiably that primary curricula should - and can -
be given a ‘practical’ slant. Rural schools, we are warned, should not
be allowed to become second gate. Yet certain specificafions would
- contribute to just that outcome (1974: pp. 25-26 and contrast p. 32
withp. 31). . ) S
This document displays anappropriate awareness of the slow and

.

. # wavering outcome frorh vast programmes of formal primary educa-

tion, not to mention excruciating issugs of equity. Two'extended coisi-,
ments (1974: pp. 28-33, 52-54) offer a rather diffuse support for a new
scheme of ‘basic education’. Who would receive this education, in what

places at what hours or days, under whose instruction, by what .

arrangements for' finance? None of these programmatic features is
dealt with. No'effort is made to compare-clienteles, curricula, or antici-
pated outcome of basic education with conventiopal primary school-

Thg. Already our files are fildgs with documénts and proposals about =
\- . ‘basic”educatich, yet.w inue to await particulars. The strong
' recommendation for basic education contrasted with the absence of

any analysis of it is disconcerting. . - ‘ ‘e

The 1974 version contains a useful and veluminous tabulation of
data for 65 less-developed countries and a few developed countries for
* contrast (pp. 18-19). Unfortunately, most of the derived tables conceal
diversity of countries under broad categories. Charts'would have been-
more informative in showing a pattem for all countries. At ong.or two

y s

pbints editors used the misleading ratio of educational expendituresto _

government budgets although the tible contains the ratios to per capita
incames. N a _— .
These sorts*of displdy ‘of data are to-be found in many-places.

" '.: .:- 14“'?* . o ww
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Development througle Education seen dimly 2 17
What 1t would have been good to have from the staff are gleanings
from their unique knowtedge. They have made voluminous surveys 1n
many eountries; their files contain sage judgments from many experts
that were withheld from published reports; negotiations making use of
confidential information have been conducted over most of the world.,
The Bank’s files contain unmatched information about the distinctive
features of educational systems varying among regions, levels of
development, patterns of administrative organization, and so on. It
- would have been possible to provide a sparkling picture of how
‘countries strive to align educational programmes with the needs that
their officials,perceive for mew kinds of qualities of skill. But no one
needs to have been on *theinside’ of any country or of any mtemanonal
-agency to have produced the document we have inhand.

Decision Cnterla for choosing Ed.ucatlonal
Polmes ~. .

;In prescnbmg policy for any sector of soviety there?serom for both
public and private activities. In large measure-the public activities
- should foster prudent and productlve décisions by individuals and
. private groups as the surest way to obtain ﬂe)ublhty in dgyelopmental
activities. Pridrity should be given to identifying appropriate criteria
for decisions and to institutionalizing diversified agencies of decision.
The Bank obviously has made many prudent jUdgments about which
programmes to assist 1n particular countries ; judging by the exposition
of this paper these decisions haye been typically ‘intuitive’ or clinical
- ratherthanbasedona. knowledgeable conception of how social change
occurs. broad statement of desirable progratnmes in education
(1974; pg. 55-56) posits no defimite relationship between types o
" decisions and types of applicable criteria for decision. Confusion abo
the appropriate locus of decision seems to be embodied in the comi!
ment with respect to non-formal training (1974: p. 25) that ‘small-
scale operations have all too‘often not been integrated into nationwide
schemes’. (A touchstone to the approach expressed in this document is
the use of ‘integrate’ in an active mood rather than speakmg of
orningintegrated’.) A readgr,cannotalign the incisive queries, such
as ho'shall be educated?” and 50 on, with any stipulation of how to
use different sorts of evidence in seeking a reasonable distribution of
bénefifs and costs, For- example, the comparison (1974: pp. 43-44)
between ‘manpower approach’ and ‘rate of return’ is uninformative.
Endenuc frustrations at the mounting unemployment accompanying
i expansion of educational programmes are set down clearly (1974
' pp- 20-21), but an effort to specify appropriate modification in incen-
: tives for schooling (1974: pp. 22-23) dies away in desultory

commentary ’
15 T
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18 N . Education Policy of the Woi 1d Bank

The 1974 vetsion of this sector paper gives a more complex and =

adequate matrix of factors than was manifested 1n the 1971 version.
“  Butlfind the exposition to be a disquieting combination of an impera-
tive mood with vague suggestions for selecting policies. Expansion in
employment is the stuff of economic development, and a feeling of
urgency naturatly suffuses all discussion of.that goal. No agency or
individual can be.castigated for failing to solve that problem. To me
this paper.is deficient because 1t offers mainly inchoate commentary .
. and disdains cumulative insights and structures of analysis.

The central importante of “balancing 'efficiency norms against
equity is made clear. But readersswll find no guidelines on how to
identify those .aspects of educational outcomes that relate mainly to
‘efficiency’ nor of how.‘equity’ consnderauons impinge upon judg—_
ments about outcomes fromeducation. Of particular seriousness 1s the
absence of suggestions as to how readers can distinguish long-run from
short-run’elements in both efficiency and equity aspects; discussion of
this topic meanders. Professional analysis about ‘education and
development’ has gone beyond merely acknowledging the 1mportance
of these concepts and on to systematic search as tog when and how to
usethemand howtomterpret relevantdata. - s

The 1974 version displays a marked rise in emphasis on equity
questno'rfs But (as at pp. 3-4) this argument 1s rather tacked ondo an
exposition that in essentals was not modified from its 1971 \emon -
We find (1974 p 34) a singularly presc:ent observation - contrasting
to much of the literature hbout equity in education in the Third World
- that ‘freeeducatiqn’ often leads tomdtmngn%-&lerthan to narrowmg\ y
of disparities. It 1s pointed out also (1974: p. 45) that sensitive palicy
must be based on data for districts and for subpopulations, not used as
pational aggregates. But these comments, so often intermixed with less
sage ones, mainly are set forth blandly without any effert to illuminate
the way 1n which educationgl programmes become part of an ongoing
process of developmentalhange.

Policy makers cannot just add equity to the things that they keep in
mind when shaping new ptogrammes. On 2 worldwide scalé there is no
unambiguous relationship between level of national development and
‘the degree of dispanity or inequality 1n distribution of the product of.

i that development: incomies are not uniformly dxstnbuted more
unequally in the non-developed economies.
It 1s one thing, for example, to propose that ‘the regressive 1mpaci
¥ of public subsidies’ be softened; mitigation of this situation is not -
impossible even for non-affluent societies. A different order of
programme is needed to have ‘parent education or school an{
communjty action whjch might compensate for the absence of an
adequate home environment’ (1974: p. 35): the latter sort of pro-
gramme presupposes relative affluence, or very unusual traditions,

-
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Implications of any policy for equalization will be different on°
the equity than on the efficiency dimension. Moreoyer, the association
between these two criteria will vary by level of percapita income and in
relation to socio-cultural history. In any society those two criteria can
be harmonized more surely in the longrun than in the short run. Inthis
large family of decision situations analysis can be made more sharp
and more informative through use of the concept of ‘opportunity
<osts’: It is especially with respect to inter-sectoral ramufications that
this latter concept can Be crucial, and it 1s inter-sectoral relatignships
that we have in mind whenever we speak of mteg;mt&qg.ed_ggaﬁ on with

a1 Lt {

_broad policies of development.  * . ) [
Two pervasive features of this sectotpaper m -uneagy. First,
the tone 1s ‘manageriak. Yet a school system 13 t thessame kind of

formal organization as is the Bank or_an"ipdwjdual sehool. The
‘system’ 1s muluple. In that kind of system it’is no test of adequacy
whtether the ‘many programmes of education are ‘toordinated’ or
brought under one act of scrutiny. There is more effort to state impera-
uves than to delineate how programmes become related with the
sorts of event that - 1n a different context - we cali*development’. -
Second. the thinking 1n this working paper is stato-centric. Officials
from the Bank sign ‘accords’ of one type or another with officials from

a

this or that country. Policy is identified with arranging that individuals

will do what someone else wishes them to do. One detects in this
document little appreciation that mdividuals or groups can be ‘incen-
tivated’ to make autonomous decisiéms whose effects will be

development. "

ra

A
'




-

' Educgtion,in/ Developing Countries:.-
The view from Mount Olympus

.

Pefcer Williams

The trouble with living on the top of Mount Olympus is that you oaly
have other gods to talk to It.s exceptionally difficult to hear any
conversation other than that of one’s fellow deities. It 1s hard to know
_what the mortals down below are saying and thinking among them-
selves. True. the mortals do occasionally send delegations up the
mountain to pray. in anticipation of favours from onhigh: But when
they come. they hawve a regrettable tendency to speak in heavenly
language, to utter the prayers and recite the créeds they think tHe gods
like to hear. Objectnvity 1s made more difficult because the valleys

_ below often appear to be obscured by cloud. Thus atthough mostal life
may for the most part continue in regular and orderly fashion, the
serene deities are so far above that they sometimes interpret what they

" glimpse through the swirling cloud as chags ig’human affairs. (I have .
even heard impious speculation that since ﬂﬁnals apparently see what
the gods are up to more clearly than the gods comprehend human life.
it may be that the fog does not objectisely exist. Could 1 simply repre-
sent a clouding of heavenly minds - due perhaps to asurfeit of nectar.
or to the rarefied atmosphere on the summit of the mountain 7Others
allege that in-fightingamongst the gods raises 4 good deal of dust at the:
top of Mount Olympus, and 1t is this that reduces visibility.) Whatever
the truth abeut the precise nature and causes of the obscuring of the
divine vision 1t comes as no surprise to learn that the gods should
believe their view of mortal life represents reality. When the clouds (or
is it their own fixations M) lift and the gods da atlast see clearly, they are
convinced thét it 1s not the fog that has cleared; the world itself has . |
changed. ) - e
Such are the images that haunted me on reading the World Bank’s

latest Education Sector Working Paper published in December 1974.

This paper has also appeared 1n Prospects, Vol. V. No. 4, published by Unesco, ‘
Parnis, December 1975 ‘

s
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‘Overall development strategies’ states M McNamara’s foreword to
the publication, ' have come under close sclitiny 1n recentyears. Today,
Increasingly believe that to
owth must be added socral
peoplecannotachievea f; er,
- 1). From this flows th main
re emiphasis on mass par Icipa-
uonineducation, on greater access afd equality. Does this 1t was

“not after all wrong in the 1960s fgr the developing coustries to be
expanding primary education sof rapidly, to indulge 1n bualding

~  boarding schools, or to tolerate fmaller and locally based teacher-
tramning colleges which mught ha rather lugh runnj ngcosts? It seems

only just the other day that

. €xpansion. preferring quantity fo quality, condoning economuc 1neff-
ciency. Now, however, quanfitative €xpansion becomes ‘ensuring

nass participation in educaugn and development’; we learn that ‘the

tion can be used to reduce the barriers
) and that the saaller primary training

‘today government leagers akd economists alike incr'easingly believe
that to the developmental goal of economc gfowth must be added
, . Social dimensions’. o . .

- This really cannof be allowed to pass, At least off the Africap
‘continent, the 1ssue/in ard negotiations befween Agov;r’nmem leaders
and the World Bagk and other foreign agencies has béen the preoceu-
pation of Africagfs with the ‘social dimension® - with the need, for
€xample, to tak social and political considerati Into'account in
deciding priorities befween levels and types of sthools or in locating
institutions, and with the possible social an hitical impact of re.
forms being urged by outsiders - avhile the ank’s aim (in its owp
words,“now reiterated) ‘has been basncally(:one:,zo help developing
countries reform and expand their education systems in such a way
that the latter may contribute more fully to ecogomic development’

(p. i).
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deeade ago* Up on Mount Olympus when the gods awake from their :
trance they liketo pretend that everybody else has been asleep. For
the gods do not - by definition — slumber. - .

This 1s written only-half in jest. For what this working paper from
the World Bank clearly demonstrates is the constant danger besetung
all those who because of their polincalfmtellectual or financial power
_ are accustomed to bging listened to with too much respect 100
much of the ume Humulity is not the most noticeable characteristic of
this document. Itidenufies failures and shortcomings in the education
systems of the Third World by the score: but there 1s scarcely a word
about-the mistakes that the World Bank and 1ts fellow agencies may
have made. There 15 no ackpewledgement tfiat perhaps the keenest
advogate of the policies now being criticized was the World Bank itself.
or that only a decade ago today’s received wisdom was regarded in
Washington as foolishness. There is no hunt of apology oreven explan--
ation, no admission of past error. The paragraphs on the need for
evaluation are found omly in that part’of the paper dealing with’
proklems and issues of educ:'n'xon‘ n develof)ing coyntries ; not, be it

noted. 1n the section dealing with the World Bank's own ‘lending

polictes. Might not dn mstitution in such an unassailable position as_

the Bank have been able to share more of 113 thoughts abbut its own

successes and failures ?‘ls one 10 infer that there is no self-questioning

at the Bank. that nothing has-been learned 1n the'first dozen years of
_Bank lending foreducation. ‘ . ;

“The sense of omniscience isn places quite overwhelming. ‘The Bank
seeks to promote balanced educational development’ (p. 52). ..The
Bank will actively promote the best combination of high educational
achievement and low costs’ (p. 56) *. . The Bank will continue to .
emphasizé the financial criteria of education projects and development

* strategies in-luding a sound balance of expenditure between com-
ponents within the education systerfrand between the education sector )
ard other'sectors of development’ (p. 5615 - . The Bank will seek to
assess the degree to which educational programmes contribute to a
rational policy balancingequity and other educational objectives such

as efficiency and the development of skills' (p. 57). Can there be any-
$64,000 questions left to answer after all this? One is torn between
irritation at the implied claim to superior intelligence over all those
who have been painfully striving after balanced educational develop-
ment, best combinations, sound balances of expenditure, and rauonal |
policies balancing equity and other objectives; and alarm at the
apparent certainty that some one right and rational answer to most ~

*For example in his paper presented to the Kericho Conference in Kenya in
1966, ‘The- Gieneratson of Employment in Newly Developing Countnies’, In:
Shefficid, J. R. (ed.) Education. Employment and Rural Development. Nairobt®
East Afnican Publishing House, 1967. -
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problems does exist, and that conflicing aims and values can be
readily reconciled. ° - .

The Bank acknowledges that developing countries may not 1n all
cases ‘be willing to accept the general and specific policies suggested
In this Paper’ (p. 57). An innocent might have supposed that this was
because countries were genuinely perplexed by what best to do; that
the answers seep from their perspectives did not appear clear cut;-
that there were potential conflicts between objectives such as national
unity and the use of localized languages. Not so. It is because ‘overall,
experience suggests that the innate caution and conservatism of
educational establishments will continue and that relatively few
countries will undertake the radical changes which many external
observers consider necessary’ (p. 57). This is unbelievable. Was it only
innatelycautious educationalists who sawcontradiction in establishing
‘comprehensive’ secondary schools in heavily selective systems ? [s it
onlyconservaftive§ who have hesitated to follow every twistand turn of
curricular fashion from the West in new mathematics, new science and
therest ? Are they some kind of reactionaries who do not now see ‘basic
education’ as their salvation. or who doubt the validity of ‘substantial
research findings which jndicate that class sizes may be incredsed
without a loss m dtudent learning performance’ (p. 56)? In the very
next paragraph afterthe reference toSnnfate caution and conservatism,
the Bank 1s insensitive enough to cite Bthiopia as a country “facin -
educational problems resolutely and with ipnagination® (p. 57). Pause

" toreflecton the fate of those Ethiopianleaders who, lauded and actively -

encouraged by the international educational aid agencies, set up the
Ethiopian Education Sector Review and accepted its findings, thereby
helping totrigger off a revolution against themselves.

Imitating though it may be in tone, this new Educational Sector
Working Paper does deserve a welceme on several counts, two of
which I mention here, leaving others to emerge later. In the first
place the decision to issue this paper - and the companion volumes in
fields like heajth and rural developmeént ~1s a_ welcome sign of,
greater openness on the part df the World Bank. Second, however
belated it may be and however limited some may find its practicat
expression in policy (surely the social dimension means more than
equality), the sew commitment te a brodder conception of develop-
mentmustbeapplauded: bothtn its own right as a recognition that the

- erds of development are not purely economic, and as an indication of

courage and flexibility in the Bank's thinking.

~However, it is by the content of its analysis and proposals that the
paper will be mainly judged. It is:convenient to discuss this maserial
under three headings corresponding with the three main parts of the
document. First, there 1s the analysis of the educational situation of
developing countries, comprising a chapter on the trends in develop-

ek
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ment up to 1970 and a discussion of educational issues in five major
areas — development of skills, mass participation in-education and -
_development, education and. equity, increasing efficiency 1n educa-_
tion, improving management and planning capacity, Second, policy -
choices are considered 1n each of these five areas. Third, the paper
‘puts forward views on how the Bank 1tself may help in }etting these «.
policies carried out. ) N . o )

) )

The Bank’s Analysié: Are wereally Reg'reés’ing ?

_Turning first to the anaLyms, the Bank recognizes from the outset that
countries are unique in their expenence and requirgments. However-
there are some similarities and common features among them which
encourage the Bank to seek for typologies based, it transpires, on
income levels. - ’
The first major finding of the paper is that in the past education
may not hgve been as irrelevant fo the development strategies of .
developing countries as had formerly been assumed. Education may
indeed have been relevant to them; but the fault may have been that
the strategies themselves, nvolving an effort to emulate and catch up ‘
the rich countries through emphasis on the capital-intensive modern
sector, were inappropriate to the societies concerned. Too much
attention was paid to increasing national income: too little to a fair
distribution of it, or to social and cultural aspects of development.
The paper suggests that as a consequence of this emphasis in
development strategy there was, in educational development, great
~stress on the provision of hughly skilled manpower. This effort was not -
altogether fruitful, however, sirice the proportion of students in
vocational education in developing countries has been consistently
low. The report goes oa to say, in almost direct contradiction of the
point at the'end of the last paragraph, that ‘political and cultural

*

.. leaders were conviniced that a well-supported easily accessible educa-

tion system was an efficiont means to make people spolitically and
socially conscious and therefore active participanys in nation-building
and cultural processes’ (p. 12); and therefo ey rapidly expanded
school enrolments. But there were two major obstacles to this process.
These were that the education systems were modelled on those of the
former colonial rulers and were 1nappropriate; and that the rate of
expansion has decreased - indeed, ‘a stagnation of enrolment has
occurred’ (p. 13). "
I intend to discuss at some length the enrolment data presentéd
in this paper. My reason for doing so is not that the number of
occupied school places is necessarily a sufficient iffdicator of educa-
tional quality; and in arguing that developing countries have achieved .
very much more than the World Bank is giving them credit for,
? .
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I'would not want to appear to betaking a complacent view that formal  *
school systems are serving their communities nearly as well as they-
might. Rather, I dwell on the quantitative dimensiont because the
- Bank makes quite a large part of 1ts case in terms of Third World '
failure on this'score. And although it was fashionable in the recent past
to disparage mere quantitative expansion, the point that numbers are
vital to equality of-educational opportunity is now being grasped.*

The Education Sector Working Paper contains three key tables,
teproduced below as Tables 1,2 and 3. Some of the key statements
made by the Bank in relation to these are : !

v A stagnat}on ineqrolment has occurred (p. 13).

. Manyeducation systems generally fail to achieve mass participation  #

in educational. opportunities. All Ahese éfforts have been insufficient . -
to-provide education for more than about one-half of the ctuldrenand
“adults in developing countries (p. 27). )

3. Twenty-five of the poorest countries have only ene-third of ‘the
primary age children enrolled. Afthough middle-income gountries
have achieved much higher enrolment ratios, the analysis shows that

ven there more than one-fourth of the appropriate primary age group '
fexeludmg over-age children) does not attend school (p. 27)»

4. The gap between the pborest and the richest countries has increased a
at the secondary and tertiarytevetstp: 16)- ) . 4
5. There is a yvidéning difference 'between,what governmeénts in the

poorest and the richer countries spend for the education of a student -

- ¢ . in the poorest countries there was only a negligible increase i+

public expenditure which, if measured - eonstant prices, corresponds
to anactualdecline(p. 16).

6. While the overall literacy rate has increased during the 1960s from
41 per cent to 50 per cent, 1t is still as low as 26 per cent in Af;
The number of illiterates in the age group above 1 5increased duringt
decade from 701 million to 756 million (excluding China); the increase
" during the next decade will raise the number of adult illiterates in the
developing world to 865 milliog,(p. 28). -

7. Rapid population growth, tokethe; with misallocation of education
resources has led to an increase in the number of illiterates in develop-
ing countries around the world. It is estimated Xhat, if this trend
continues. the number ofilliterates will increaseto 865 mullion by 1985.
This disturbing phenomenon threatens not only the more equitable

distribution of the benefits of development; it threatens developments
itself (p. i). .

*Since this paper was written, a more detailed discussion -of ;wo;ld enrolment
trends at the primary education {evel has appeared in Phillips, H. M., Basic
Education A World Challenge. London: John Wiley, 1975.
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Table 1. School enrolment rauos

\

-

Group

a ’ B
~ Enrolment. ratios* -

: ’ ¢ Total —
;- . Number  population Furst level - Second level Jhird levet
Per*pua‘ GNP of f mn 1970 .
~' countries (millions) 1960 1965 1970 1960 1965 1970 1960 1965 1970
Up to $120 25 168’ ¥ 39 43 - 4 5. 5 03, 03 b4
* fexcluding India, Indonesia, an L.
*Pakistan, Bangladesh}) . 2.
Up to §120 . 4 . 802 - 43 56 1 9 11 18 117 26 43
(India, Indonesia, * . (63)
Pakistan, Bangladesh} . _ '
$121-250 23 /'287 67 79 83 9 14 19 21 30 56
: (68). .
'$251-750 38 433 73 83 97 H 17 25 19 33 53
. an ,
£751-1,500 9 112 90 93 97 33 44 49 62 84 10-5
- : (80)
Over $1,500 * 24 623 100 100 100 58 65 83 170, 237 302

1. Countries 1n each group are as follows- . -~ .
I. Afghamstan, Bangladesh, Botswana, Burma, Burundi, Chad, Dahomey, Ethiopia, Gambia, Guinea, Haiti, ‘India, Indonesa,
w 'kesobtho, Malawi, Mali, Nepal, Niger, Nigeria, Pakistan, Rwanda, Somalia, Sr1 Lanka, Sudan, Tanzamg, Upper Volta, Yemen
ra

I
L
4

TV
v

2 The

Repubjic, People’s Democratic Republic of Yemen, Zaire. i
Bolivia,-Central African Republic, Cameroon, Equatonial Guinea, Egypt, Ghana, Kenya; Khmgr Republic, Republic of Korea,

Libena, Malagasy, Mauritania, Mauntius, Morocco, Philippines, Senegal, Sierra Leone, Swaziland, Thaitand, Togo, Tumsia, *

Uiganda, Republic of Viet-Nam. . :

Algena, Bahrain, Brazil, Republic of China, People’s Republic of the Congo, Colombua, Costa Rica, Dominican Republi, Ecuador,

E| Salvador, Fiji, Gabon, Guatemala, Guyana, Honduras, Iran, Iragf Ivory Coast, Jamaica, Jordan, Lebanon, Malaysia, Mexico,

Nicaragua, Oman, Panama, Papua, New Guinea, Paraguay, Peru, Portugal, Romania, Saudi Arabia, Syna, Turkey, Uruguay,

Yugoslavia, Zambia, .

Argentina, Chile, Cyprus, Greece, Singapore, South Africa, Span, Trinidad and Tobago, Venezuela, co

Austraha, Austna, Belgium, Canada, Denmark, Finland, France, Federal Republic of Germany, Iceland, Ircland, Israel, Italy,

{jxpal:& 1§uwan, Libya, Luxembourg, Netherlands, New Zealand, Norway, Qatdr, Sweden, United Arab Emurates, United Kingdom,
n tates *

enrolment ratios have been obtamned by dividing the total enrolment af each level with the appropriate age group These ‘gross’

- enrolment ratios are inflated by over-age students. For 1970, it has been posmble to exclude the over-age students and ¢sumate ‘net’

* enrolment fatios at the firstlevel” The net ratios are indicated in parentheses and show that the over-Age students form 10-20 per cent
of the total student body at the first level, ‘

 Education Sectot Working Paper, Washington, o¢, Wikld Bank, December 1974, L .
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Table 2. Publsc expenditure in education per student (U S, §)
Net
_ Countmes grouped by per capita o~ 1960 1963 1970 change
I (upto $120) 16 21 18 - 13
H o (3121-250) . * - .33 . AO 49 -~ 49
HI  (8251-750) 43 58 57 - 33
IV - ($751-1,500) 114 165 "~ 179 -~ 57
\' (over $1,500) 338 504, 749 +121
Group V amount as a multiple of Groupl 21 24 42 .
Source* Education Sector Working Paper, Washington, oc, World Bank,
December 1974 (Taken oniginally from Unesca Sratistical Yearbook:1972.)
¢ ’ . B § .l
s . 2
. ¢
. ~
Table 3. F.sumated number, anduaé) of illiterates in the developing world, a.round
1960 and 1970. -
Developing i} -
countries Africa . Asia Latin America
Millions °, Mithons °,  Milons °, Milliaps %
Around ]968 *
Males 295 .50 56 73 24 45 (17 28
Females 406 6 °, 68 88 k)] 63 23 37
TorAL 701 . 59 124 81 542, 55 40 33
: ¢
\ A * ~ o
Around 1970 e B
Males ' 306 407, 61 . 63 231 737 .16 20
Femnales 450 60 82 84 ; 348 57 23 27
TotaL 756 50 143 74 5719 .47 ° 9 24
"™~ Source: Education Sector Working Paper. Washington, pc, World Hank,
) December 1974. (Taken ongxpally from Unesco Statistical Yearbook 1972 )
:' ’ 3 - *'
O ‘ - 5_' N
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Now. the foregoing is a decidedly partialaccount of what these tables
wgdhicate. Afterall, an equally truthful report might well have read -
\ 1. Extraordinanly rapid progress was made in-educational develop-

ment in the developing countries in the 1960s, andg all but twenty -
five of the poorest universal pnmary education 1s now in sight.
School enrolments and school enrolment ratios rose steadily up to

1970.
2. Most’ education systems already achieve mass partictpation in
educauonal opportunities. - o
3. These efforts have been sufficient to provide education for about
three quarters of the children in developing countries Even in the
twenty-nine poorest countries the first level participation rate averages
. 66 per cent. and in middle income countries it is about 88 per cent.
4. The poorest countries have commendably stressed primary educa-
tion . .. B

5. ... and have been efficient enough to hold down education expen-
-diture per student: &s an inevitable consequence of these wise policies
the gap between the poorest and the richest atthe secondary and
tertiary levels and 1n expenditure per student has natuggRlv increased.

v

6. There has beén a great advance in world hiteracy: desSWe rapd ... *

7. . . population increase the adult literacy rate has gone up froni'41
per cent to 50 per cent 1n the 19605 and all the evndence‘&xs that there
will be afurther strong advance in the present decade. ’

By what aichemy is this ba.sxcafly cheerful picture turned 1nto a
message of doom ? The working paper ‘dresses up’ the statistics in a
number of ingenious ways. First, having divided countries into incdme
groups, 1t then subdivides the group of poorest cQunyries into a group
of four large Asian countries (India, Pakistan, Bangladesh and

" Indonesia) and twenty-five others. If the enrolment data for the ‘big
four’ in Asia were amalgamated with that of the twenty-five it would
corgpletely change the statements that could be made about r:?at

. goes on.in the poorest cou(nries, what they can afford in term{ of
primary schooling, and so on. Indeed to my muhd some of the most
striking figures in the whole paper are those showing that these four
very poor, but vesy populous, countries raised their first-level schogl
enrolment ratios from 43 in 1960 to 71 1n 1970. If the Bank’s figures
dre corregt, then these four coungries which contain almost half the
population of the non-Communist Third World were achieving the
crucial breakthrough in primary enrolment ratios which very probably
have taken them beyond the point of no return n the road to a
fully schooled population. This rise in primary enrolment rates was

" achieved in the face of rapid population growth and occurred at a
time when, so we are supposed to believe, developing countries were
pursuing the wrong development strategy and were neglecting equity
considerauons! .

Qo o : v
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Second, the Bank only succeeds in making enrolments appear
&epressmgiy low (s¢e proposition no. 3 above) by excluding over-age-
children. But can this be justified in the case of countries which
cannot enforce a single age of entry? It would mean that a child who »

entered a six-grade primary course twe years ‘late’ would only be T - )

counted in the enrolment ratio calculatiomfor four of the six years he
was at school: so the real coverage of the system .would be grossly
understated. The exclusion of over-age children from the statistics'is .
objectionable not only on the grounds that it is thore misleading than
to include them, but also because it somehow seems to cast doubt on
the validity of over-age learning. This is directly contrary to the'spirit
of the Faure Reporés recommendations and indeed of the Bank’s own’
thinking on basic educdtionin this paper. For on page 31 of the paper‘
the Bank advocates later entry t;rPymary school; if is.surely incosis

sistertt therefore to say that late efffrants should not be*counted whe% e

calculating enfbliment ratios. The samg type of . ingonsistency o
thought, by the way, is evident in relation to wastage. The working
paper uses ﬁgures of successful compféty of primary educatiort as an
index of ‘efficienc ex 6) at the same time as it criticizes a situa-
tion where ‘those {vho do not leave with proper certificates at the exit
levels are considered failures’ (p. 39).

Third, the handling of the illiteracy figures is surely rather un-
saupulous In the case of adutlt literacy it must.be obvious that§
with popula.txon growth so high, the important figure is the proportion
of illiterates, not the absolute number. If the literacy rate continues to
-.improve and primary school enrelment ratios keep up, then it is

’ ‘ only a matter of time before the absolute number of illiterates itself

@rops. Presumably the-865 million illiterates prOJectcd for 1985 would . ,
reflect a rise in‘the hteracy rate from 50 per cent i 1970 to something
like 6& or 65 per cent in that year. What exactly does Mr McNamara
meanwhen he suggests in his foreword to the working paper that thisis 5
a ‘disturbing phenomenon which ‘threatens development itself’ ?
+ Fourth, the Bank raises the old cry of ‘gap widening’ to sustain its
plm for concem.BuI the particular context in which the Bank raises
the gap issue _secondary and tertiary enrolment®rates - does not
help its case at all, quite the revetse. At the level with which the Bank
Jrts most Toncerned in.this papert — primary schooling and hteracy “the -

gapin participation rates between richand poor countriesis narrowing.

It mustifideed, by definition, nagxfthere isany risein the enrolment -
€

or literacy rates whatever in th countries, since the rich countrigs
had already aclueved 4he maximum possnbk: rate — 100 per cent -
by1960. -

At'secondary and }ugher levels the gap in cnrolment rates between

rich and poor may in any-case temporarily w1den even if countries* .

do not?ollmg the priorities suggested by the Bank, because the rate has

al
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m rising st‘rongly in the richet countries in the 1960s. All their
current expansion of educatipnal coverage (participation rates) 1s
naturally at post-primary Iévels. But there is no real cause for concérn
because the widening of the gap, certainly at secondary level. is bourd
to be temporary; with-80 per cent now enrolled in rich countries at
,secondary level, it is inevitable that the secondary gap too must be
“narrow, If not in the 1970s, then surely irf' the 1980s or 1990s. Already
one can see from Table 1 a strong acceleration in secondary participa-
tion rates in the middle-income countries. } .
Since gap widening at secondary and tertiary levels would be fully
consistent with — and indeed the direct result of — policies advocated
by the Bank of concentrating expansion on the basic levels. it is hard
to see why ‘this issue of gaps is given.such an airing in the present con-
text. And the same applies to expenditure per student: in ene breath
the Bank urges developing countries to reduce cost perstudent in the
name of efficiency, and in the next complains that a constant (or in real
terms declining) outlay per student in poer countries is widening the
gapbetwegnthemand therich.
It is hard to avoid the conclusion therefore that-the Bank has
" . deliberately underrated the achievements of developing countries.
Thus 1s hardly surprising for the raison d’étre of an international aid
agenc{is to win international recognition of the scale of the need in
poor countries and to elicit a response to that need. Yet it is only fair
tolook beyond the undoubted self-interestinvolved to some substantial
causes for concern on the part of the Bank. In recent years the Bank
das expressed anxiety about the plight of the poorest countries and of
the poorest population groups in all coyntries. As we have noted the
+ evidence' concerning middle-income countries and middle-income
groups i poor countries is that the first-level enrolment rate s
approaching universality. But the poor residue of countries and popu-
lation groups within countries undoubtedly does persist. Many of the
poorest couftries are either so small as to be hardly viable, or else are
very sparsely populated in relation to their size- Thiy last factor 15 ex-
tremely important in relatipn to education enrolrrﬁnt rates: a closey
analysis- might well reveal that earolment rates & el gggre closely
cerrelated with population density than with income, +
Moreovet, gven if the picture of the past with whicl we have been,
presented 1s misleading, one has to consider whether récent trends or
« the present situation itself cohtain the seeds of future deterioration.
There was a slowdown in the pace of expansion during the 1960s,
and on the basis of past experience’ Unesco forecasts that the #ise in
enrokment rates rgay grind to a virtyal halt by the end of this century.
One major*consideration is the efféct that ‘the rise in oil prices may
have on-the economies of many of the poorest countries. In this
regard however it should be noted that Nigeria is much the largest
» - 2 ' - M
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of the twenty-five poorest countries (excluding the four big Asian
ones) listed in Table 1*, accounting for at least one-third of their com-
bined populations; and Nigeria not only has oil but has announced
universal primary education for the near future. Reflecti ngthe Nigerian

experience and also because of a rapid or imminent nse in enro]ment
of ‘cher big countries (Tanzania, Sudan, Et}uopla) In the

'+ categ0ry it seems probable that by 1980 the primary enrolmen per\-

formance of the poorest twenty-five taken as a group will be much bet-
ter thanin 1970, even though this will be an average concealing a great
uneveness in performance by individual countries. But clearly the
determmmg factorin the over-all performancc of developing countries
is going to be the enrolment trend in me-heavxly populated Asian

countries, and whether the rise in the participation rate can be main-

tained. Naturally the pace of improvement will slow down because one
cannot expect the move from 70" per cent to 100 per cent in large

countries like India will be made at the same rate as the transition from °

40 to 70 per cent. The-last 30 per cent in any population to enrol
tends to include those living in remote areas and.scattered settlements,
people whoselife-style must change if children’s services are withdrawn
from the family, the lower ability groups, the sick and disabled, various
kinds of minonties to whom theculture purveyed in the school is
repugnant. It is extremely expensive and administratively time-
consuming to make provision for these people.

Allin all then one must conclude that although the World’s Bank’s
assessment would appear - from its own figures - somewhat too
gloomy, 1t is going to require a very | considerable effortrover a long
penod to attain unjversal education in poer and sparsely populated
countries.

If space allowed, I would wish to ]ook more closely at other parts of
the Bank’s ana]ysss of current educational problems in developing
countries and*in particular at its endorsgement of two currently
fashionable criticisms. First, the working paper alleges that ‘the faiture
of the (education)systems to respond tocountries’ needs isaccentuated
by the fact that educational institutions have been borrowed from
dgvetoped cotintries and have not acquifed an indigenous character’
(p 20). Whav &)es such a statement.~ whigh™vould appear to apﬂy
equally to the civil service, ,momhly salaries and pensxons matches,
high-yield rice,” trades ‘upions, the combustion engine, factories,
christianity, bicycles, the presidency, and football — usefully tell us?
After how many centuries shall we Be permitted to regard village
primary schools which are attended by indigenous pupils, patronised

*The list, established by the World Bank, 1s based on per capita GNP, and is not
the same as the ligt of the twenty-five least-developed countries established by the

United Nations based on a combination of indicators. See Prospects,
Quarterly Review o) Education Paris; Unesco. Vol. V, No. 1,1975, p 46¢-rseq
« " , y‘
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by indigenous patents, staffed by indigenqus teachers and quite fre-
quently teachingin indigenouslanguages - as part of the fabric of 1ocal
society and culure? Hardly more specific is the other oft-repeated
eriticism that educatiori is ‘dysfun&tional for most types of employment
with “most stifdents” feeling a strong sehse of failure together with an
alienatio tﬁ;ir original en¥ironment’ (p. 21). If this were really
trug it is difficult td see how economicand sogal systems - let afone
educational systems ~could possibly survi® This leads one to
reflect on the'rather sad fact that identification of problems tends
~ in generalgiot{ust in this working paper - to claim more attention
than understafiding of adjustment mechanisms. Forecasts of jmrhinent
«ollapse or disruptive action by alienated school-leavers hit the head-
lines, But should we not stop to reflect more often that school leavers
do adjust to the adult world; they do find eccupations, if not paidjobs:—
there are nof ten thousand graduates and a hundred thousand school
leavers demonstrating daily outside the parliament buildinigs. On this
specific poirit, hopefully, the ‘cohort analysis® approach t&?lanning
which the Bank Wishes to develop (p. 44)-will be usefal in increasing
our understandigg of adjustment processes. More general ly, however,
one might wish to see someone write a book ¢alled ‘How the World

.« Coped with the World Educational\%risis’. It 1s after all eight years

*" sinee Philip Coombs produced his influenitial studyt for the MWilliams-

" burg Confererée: and the patient is still breathing. What happened?’

Did the patient take Coombs’s medicine ? Did he reveal previously .

unanalysed rectiperative powers? Was the diagnosis incomplete?

evm— N v

Policies ' -

The policy options partof the working paper — dispersed though it is
under five headings - is useful in setting out alternative: policy
approaches. In this particula? rgspect, the sector working paper
represents a step forward from the Faure Report* which, for all
its breadth of vision and enynéiation of excellent principles, perhaps
did not concentrate enough op the concrete forms that implementation
mught take. . . S :

~ One doés not have to accept every poliéy Misacgted or concldsion
reached in order to profit from reading thé policy notions of paper.
Many people will find useful the outlining of alternative polt options
and alternative theories underlining them,, the discussion of the.
advantages of different couyées of action, the challenge to traditional
forms or organization and ways of thought. We have here a valuable

-4
tCoombs, Philip H., The World Educational Crisis: A Systems Analysis. London:
Oxford University Press, 1968. -
*Faure, E. et al.. Learning 10 Be. Report of the International Commission on the
Development of Education. Paris: Unesco, 1972.
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agenda for furtherexploration of the issuesininternational educational
development. c ‘

Admittedly, the agenda has its limitations. It is a banker’s and not an
educator’s agenda. Wee don’t meet many teachers, pupils or classrooms
in this repert. There is not a great deal in it about curricular content or

- method; but a great deal about efficiency, inputs and outputs. Some of
the suggestions educators might well consider sound, like the need to
spend a higher percentage of the education budget on books and

" materials. But other parts many wauld think naive, such as the advo- .
cacy of larger class sizes without specifying what kind of educational |
experience learners are to have; we all know that a lecture is audible
by more than forty pupils but how many can be supervized doing
practical work at one time by one teacher? There is througheut a
tengency to regard education primarily as an instrument to provide .
skilks. needed by the economy; and to regard efficigncy as being;
syngnymous with lower financial outlays per pupil. principle *
enuncrated at the beginning of the working “paper that the. social

* dimensions of development are as important as the economjg, is in
fact give little practical expression in the discussion of the content
and style of education. ) o .

With these general reservations, and a number of more specific nes
it is only fair to acknowledge that there is a great deal that is useful in
the sections on skills, equuty, efficiency and planning. The emphasis on
improved nutrition of expectant mothers and of young children, and
the well balanced observations on the use of mass media are cases in

. point. It seems extraordinary, howgver, that the equity section has no ,
real discussion of distributional problems on the supply side, such as
how to get good teachers into remote areas and how to organize
satisfactory pro¥iSion at reasonable cost for scattered populations.

- The discussion of mass participation however, gives grounds' for
the greatest misgiving. Why so, when the Bank is merely making

‘explicit the wisdom which is coming from all sides — Unesco, Unicef, "
the International Council for Educational Development (ICED),
aid agencies and development institutes? First because, as already
indicated, this working paper ddes not produce convincing eviderice
that fnass particjpation.in the sensé of enro t in formfl gchools is
not being gradfally aghieved. Second, becallst although the phrase
‘mass participation’ 1s being used in this working paper, what is really
indicated is ‘mass exposure’, Participation is-an active conce‘pt; ex-
posure is a passive one. What the World Bank is really suggesting is
that we should extend to as many people as possible what (we believe)
is good for them, or what the econoniy and society need. Thisis evident
in the President of the Bank’s introduction where he says that ‘skills
should be developed selectively in response to specific and urgent needs,
by training the right people for the right jobs (p. ii) and still more

ERIC 81
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definitely 1n the advocacy of basic education whose ‘objectives and
content . . . are functionally defined.in terms of “minutmum learnifg
needs” of especially identified groups’ (p- 30). But identified by whom
is the question. And later ‘the “delivery system’ of basic education
will take different forms in different countries (re-structured primary
schools, non-formal prograffimes or various combinations of the two)
adapted to different clientéles and to cofistraints upon resources. The
costs will play a predominant tole in the choice of edacational tech-"
nologies of basic education programmes’ (p. 30). Again who will
adapt and who will choose? Is the whole approach to needs and rele-
.vance a truly democraticone, oris it paternalistic with much more con-
cern about prescribed ‘minimum learning needs’ than autonomously
identified ‘maximum learning opportunities’?

The same strand of thought appears to run through much of the
discussion about co-ordinated rural development, with its ‘coherent
strategy for rural education’, ‘total education delivery systems’ and the
like. Up to a point, what is being suggested is only common sense —
eliminate duplication arid strive for co-operation between the different
branches of government. But the idea, of a comprehensive package
meeting allthe needs of an area or of groups of individuals s frighten-
ing, implying as itdoes an omniscience and organizational sophustica-
tion which is dafficult to achieve. More importagggit overlooks the fact
that the best and most economical integrator is the individual himself,
who might well prefer to select from the shop shelves what he wants,
rather than have a pre-packed Christmas hamper. Why should he have
to buy turkey, mince pies, and Christmas crackers, if all he wants is
plum pudding? Is our miodel of development to be based on pre-
scription by central planners or choice bylearners? -

Third, this leads on to the question whether the basic education
programmes proposed by the Bank for thelow-income coutitries would
be acceptable. Three of the main features are likely to be downright
unpopular. These are (i) some will get formal primary schooling, but
others ‘parallel programmes”; (ii) age of entry and length of study
should be reconsidered, both for primary schools and other parallel
schemes — a later start for ahorter course of study is seen as a way to
reduce costs in order to bgbaden participation in education; and (iii)

" new and dive programmes ate dévigned to take into accouhrthe -
terminal character of lowe levels of education for the large majority
of the participants’ (p. 31). The Bank foresees that pafents will object
that this is to create a dual systemgwith a standard primary school
providing access to higher level$ of fdrmal education and a second rate
parallel structure whichis terminal: they will say that it offends against
equality of opportunity and threatens educational quality. *These views
are based, however, on an assumption that conventional primary |

-schooling can accommodate all children within a reasonable time.
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This assumption is untealistic for low-income countries ...’ (p. 31).
The. implicit suggestion is that ‘these views’ are based on.a mis-
“calculation and will be changed when the mathematics of the sjtuation
is explained to parents. The theory seems to be that parents may be

dualistic system if it1s pointed out to them, with impeccable logic, that

not everyone can be privileged. Moré’qver the Bank hints'that parental

fears over equality of educational opportunity under a dualistic system
are misplaced since ‘adequate methods and criteria of selection can be
designed which preserve the chances for selective educational promo-

— - —-tionof childrenand youths receiving non-formal education in propor-

tions not too different from those in the formal primary cycle’ (p. 34).
This 1s a far-reaching claim and since the Bank does not divulge the
formula it has in mind one is entitled to remain hghly sceptical.
Scepticism may also be an appropriate reaction to the Bank’s alterna-
tive proposal that more children should be accommodated 1n the early
primary grades by introducing a grade 4-selective examination into a
siX-year prirreary cycle (p. 34). .

The bitterness of Africans in Kenya when the Beecher Commuttee
ntroduced precisely this reform in 1949 and the alarm felt by Ethiop-
1an parents at the Sector Review Commuttee proposals, suggest that
these changes can only be imposed fas was indeed done by the cofonial
government in Kenya). What is in question here is not the Bank’s
mathematics, nor its logic; nor yet its intentiops, for one must accept
that the suggestions are designed to produce a fairer distribution of
educational resources. The point is that rational solutions to educa-
tional problems must be more than purely technical and mathematical
constructs, as the Bank itself half recognizes when 1t says, ‘Designing
politically feasible alternatives and preparing technical solutions
which avoid political tensions are formidable challenges for.éduca-
tional planners’ (p. 43). They can say that again!

s Fourthly and lastly, one needs to put some questions aboufYhe basic
education proposals. How can a later entry age be squared witlt the
need asserted by educational psychologists for childrén to rezeive
edycational help andencouragement from the veryearliest years ? How
do we reconcileit with equality, for experience suggests that the ‘well-

‘' to-8» will stmply increase their advantige inprivate nursery schools

‘o play groups if the age of entry to formal schms raised ? Are shorter
courses really compatible with mastery and retention by the learner ?
Dq we have good evidence that non-formal #ducation is really cheaper

- than the rock-bottom costs of psimary school in many poor countries —
will not some of the proposals for diversified programmes of a terminal
nature raise costs quite considerably? Can learning groups of an
economic size be organized especially in rural areas, if real account is
to be taken of multiple roles in the community, or witl it be necessary to

i
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- serye upa standard package to everybody, as in the formal school

; system ?

Ont wondess indeed whether thisconcentration on basic education

/as»t-he ‘central 1ssue may potTepresent a piece of massjve mlsnmmg
Given the Bank’s current priorities it is ironical that in'the 9601when~

as the stansuc;show the developmg countnes were making/a massive

_ifin  the 1970s and 1980s the World Bank were dehberately to choose
for itself the role of unsympathetic critic of the efforts of developing
. countries to achieve mass lower secondary education. For I would
argue that in many developing countries access to some secondary
“schoolingis going to be the key educational issue for the majority of the
‘population=though not perhaps for the very poorest. Thisis a perfectly
natural extension and development of past trends and there are strong
grounds for supporting such a programme. Parents understand only

_ too well a basic’ point that does not always seem to be sufficiently
- grasped eJsewhere: which is thdt six of seven years education will leave
their children highi and dry at the age of twelve or thirteen, physically

and emotionally immature and without the stamina to fulfil adult jobs

and roles. The fifteen-year-old can survive in the adult world in 2 way

that the thirteen-year-old generally cannot. This is, of course, the
thought behind President Nyerere’s proposal in Education for Self-
Reliance* — taken up again in this paper by the Bank - that primary

school should start at age seven or later. Such a move would only be
acceptable if it could be shown that the over-all léarning potential of
children would not suffer through alate school start, that later gradua-

- tion of those who continued through secondary and higher education
. did not unduly matter, and that it would not put poorer children at a

grave disadvantage vis-3-vis ones from more prosperous fgmilies.

- . Quite apart from fhis, it is possible that a widely avadable junior
secondary stage may help the primary school to improve quality in a\
number of ways. The literacy acquired-in the primary school needs to
be consolidated if itis tolast; better educated teachers for primary may
be produced th:ough this route; and if the first major competitive
examination can be deferred from grade 4 to grade 9, this gx‘es
Ieast,gcglance of hberaupg the curriculum of the primary scheol from
examindion pressures. It seems to me therefore that"as well as bemg
inevitable this trend hasmany positive features.

However, one can alréady see clearly the potential lmes of criticism '
coming from two opposite directions. On the one hand expansion of
lower secondary education will be attacked as élitist and inegali- -
tarian so long as some cmzens do not have pfimary educanon The

*Nyerere, Julius. Educarbn far Self-Reliance. Dar es Salaam, Tanzama Govern-
ment Printer, 1976, pp. 14 and 24.
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strength of this argument depends partly on the intensity of interest in
schooling of those not yet enrolled and how easily and cheaply they
can be reached ; for as my colleague Hugh Hawes has remarked, there
isalimit béyond whichit makes no f; urthersense to pursue Tuaregs into
the desert in the quest for equity.* On the other side it will be said that
lower secondary education is wasteful because 1t does not produce
specificskillsneeded foreconomic development. The Bank does indeed

. see that ‘the devélopment of secondary and post-secondary levels of
education will take a more central place in the education strategies of
the middle - and higher-income countries’ (p. 48), but it goes on
immediately tb interpret this as meaning that ‘where first-level educa-
tion is already widely available, the development of skills to meet the
needs of increasingly sophisticated econemies will have priority’. 1t
seems to me more than doubtful whether this last observation accura-
tely represents the forces at work in most societies and the kind of
education for twelve-to ﬁfteen-year-olds‘ that can or will in fact be
provided. But however that may be, T would like to enter a Strong
plea that the same kind of interest, research and experimental effort
as seems likely to be lavished on basic education should n fact be
devoted to the problems of devisi ng acceptable and appropriate modes
and contents of lower secondary education andthat the same kind of
tangible support should be available for itsexpansion.

v

The B'ank's‘ Lending Programme ~ . ¢

Finally - yet mnevitably leaving many stones unturned — we come to
the problem of what the Bank itself can do to further its aims, in par-
ticular, the basic education programme. On the face of it, there are few
more unlikely fields for a bank - and an external pank at that - to
assist, than primary-level education, This would be true of any external
bank, because the main costs.in the first-level education are recurrent

. local costs, whereas banks like to finance imporkd capital goods, Tt
will be all the more difficult for the World Bank whpse procedures are

- much more switable for the easily supervised big profect than for a host
of snaller dispersed ones. The scale of some of the ally.based non-
formal programmes that mught be envisaged is too small to warrant the
cost of normal Bank supervision procedures. Much more flexibility

. will be required as the Bank apparently recognizes-(p. W@, and.iteven
Molds out the possibili_tyﬂpaying operating costs of experimental and
~—————teaeher trammminy projects, - .

In this connection, it is quite difficult to understand the Bani’s-
optimism about its lending for primary and basic education in fyture.
The intention is to push up lending in this sector from 11 per cent in
1972-74 to 27 per cent over the period 1974-78. The main off-setting

" *See below, Report of Proceedings, p. 85, .
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" decline willbe in higher education lending frorf 41 per cent of the total
over the period 1972-74 to only 30 per cent in the next period. (Inciden-
tally, 1t 1s nowhere explained why, given the new policy, higher
education’s share of the lending rose from 23-per cent in 1963-71 to
41 per cent 1n 1972-74 — see table 8 of the paper, p. 51.) The questions
immediately arise — what forms can the assistance to basic and primary
education take ? Secondly, can countries be found to absorbit ?

As for the first quesuon, 1t would appear that only by counting, say,
Pprimary teacher traiming colleges and book productron schemes as
‘primary education’ could the target be met. Table 8 of the papershows
that over the period 1974-78 54 per cent of all expenditure will be
construction and 37 per cent equipment and furniture. It is difficult to
1maginehow low-level institutions operatingin the area of priniaryedu-
cauon could absorb very much of this type of input. The largest
increases by curricula. howéver, are in agriculture-and health, suggest-
ing that building and equipment for basic trai ning 1nstitutions could
figure quitelargely.

Then there is the question of finding countries to abserb the primary/,
basic education allocation. The ‘Bank’s educational lending.in 1974
was divided between Bank high-interest loans and 1pA low-interest
credits in theratio 134 19 - the poorest countries (Group 11n Table 1)
tend to recerve the credits. This was not, of coufse, what the Bank
imtendéd, but was mainly due to shortage of DA funds. So, on the
supply side. there is anjobvious potential constraint. On the demand
side, a close look at the lending over the period 1972-74 suggests that
very few of the poorest countries took loans for primary, or basic
non-formal, education. In fact, of all the projects 1n the period
1972-74, T could idenufy only“thirteen projects which were indis-

. putably of this type. Nine of these were to middle-income countries
* and only four (Indonesia, Tahzania. Upper Volta, Ethiopia) to very
poor countries (Annex 5, p.£9). Cay

Which leads onto a final question. How is it that the Bank recontiles
the precision of its lending intentions with the sovereigaty of the
recipients ? Has the Bank 1n fact-decided in advance what they will
want ? ItiS'perhaps sigmificant that the Bank does not mention possible
lack of interest in Bank prionities among four possible factors tending
to limit its ability to carry out 1ts proposals (p- 60). It may well prove
right, But by taking its stand on the line that ‘The World Bank stands

" “ready 10 help-those ‘countriwhich Id8%-and do not like all they see"
(p. n) it rufs a grave nsk of ‘buying’ conversions to its new thinking.
The seclf-reliant who are making progress, who believe 1n their own
approach and want help in expanding and improving their existing _
provision may qualify less readily for help. One is reminded of Shaw’s
play Major Barbara, and of how Snobby Price ‘earned’ his keep at the
Salvation Army Hostel"
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RUMMY : Who saved you, Mr Price? Was it Major Barbara?
pRICE: No: I come here on my own, I'm going to be Bronterre O'Brien
Price,, the converted painter. I know wot they like, I'll tell em how I
blasphemed and gambf_éd and wopped my poor old mother ., . .
rRUMMY (shocked): Used you to beat your mother?

~ . PRICE: Npt likely. She used to beat me. No matter: you come and listen
to the convegted painter, and you’ﬂ hear how she was a pious woman that
taught me meprayers at er knee, an how T'used to come home drunk and
drag her out o bed becr snow.whxte airs, an lam into er with the poker.*

For aiddondrsto spemfy a change oﬁheart as awo or support is

a course fraught with danger both for themsél sa e recipients —

-+ Snobby Price, be it noted, was i serious trd %le at home when his <

mother heard about his confession. .
) Tame alone will tell. But already I behese I can hear the colurgn of
& pilgnms practising their confessions as they make'their way up the
- mountain, and nervously asking each other whether the definition of
sin will still be the same when. they reach the summit_ of Mount

Teo Qymeus : ' S
. . :
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sShhw, Bernard. Major Barbara. Penguin Plays ediion- Harmondsworth,
. England: Penguin Books. 1974, p 77 ({Acknowledgment: The Society of
Awthofs on behalf of the Bernard Shaw Estate.)
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Reflections on the 1974 Education
Sector Working Paper

A
John Oxenham

The World Bank's diagnosis of the state of schools and other educa-
tional institutions in the developing countries 1s comprehensive,

confirms and if places clarifies wha; is known: every component -

-.needs-tobe upgraded, reshdped or repla.ced One might have wished for
a fuller delineation of the relationships between different kinds of
institutions and the economuc¢ and political structures of a state, but
perhaps an unacceptable lgvel of speculation would have been in-
volved. Heppl would like to take up afew points. -

The paper is to be welcomed g¥'several counts. First among them
is the emphasis on basic and prithareducation for all, through or
independently of, the school, coupled with the willingness to shift
the Bank’s mlgngy where itsmouth is. Whatever the reasons in terms of
human rights or humah capital, tHey are reinforced by one of the
natural jronies of the interplay between school systems and labour
markets. The irony may be stated in the form of two hypotheses. One:
‘where schools and universities turn L put graduates at several levels éach

denoting substan&al differences in investment, qualify and potentigt

productivity, concern about supplies of graduates surplus to demand
in the salaried sector will tend to focus on the highest level of surplus
graduate. Two: the intensity of concern at any given level is inversely
proportional to the increase of the sufplus, Where primary school and
Secondary school graduates both find n';xlz'd to get the jobs thef want,

official attention will focus on the latter, even though the former may
be increasing at double or treble the latter’s rate. I an extreme
case, e.g. Indonesia, when higher dcgr&graduates appear in as great
difficulties as primary school graduates, the latter may even be
declassified as ‘educated unemployed’. Spreading the school 1n effect
undermines the status.it confers, deprives the schooled of eligibility to
be treated as a special group, lowers their hopes and expectations of
immediate jobs, makes themt more willing to accept previously

38 :
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unattractive possibilities, and relieves the pressures on the ruling and .
administrative groups * ‘An acceptance of these hypotheses would
predicate a policy of multiplying as speedily as possible the graduates - .
of a lower level until saturation was reached; and then roceeding
equally rapidly with the next_level up. That such extreme nking Is
not behind the paper’s proposals, however. is shown byn£ntj nuing
commutment 0 spreading the school on three levels 4t o ,albeitin
a more even-handed fashion. Newertheless, since the unit costs differ
$0 considerably betrween-levels and types of schooling, the Bank's
decision to increase by some 250 per cent 1ts proportional allocauon
10 primary and basic education (p. 51) should help first to generate
striking growth in participation in such programmes: and, second, so

. to overshadow numbers in the secondary and tertiary levels, as to
bring about adecline i status, expectationsandsoen.” o o

" At the same time. the paper 1s not content that universal education
should be assumed to be attainable through the sole medium of the
primary school. That institution will continue for thosg with already
high primary enrolmegts. But. for those notyso far entrenched and
workingaunder severe financial constraints. a di versity of institutions is
envisaged. The paper goes so far as to suggest. in the more extreme

» cases, ‘a subshtute for non-existent pfima "s¢hools’ (p. 52, my italics),
Substitution is feasible only where the proposed substytute fulfils -
satisfactorily at least the major purposes of what is already used or ¥
desired. The purposes of the primary school, as the paper acknow- °

/ lstges.‘are not merely those assigned by the government or by the

4 chagkteachers. They include those assigned by the families who put

\ Bldren in school. The paper sees ( p-21) that theré s adissonance

4 ie purposes of the larger government and those of the

1pupMs’i4milies. Both parties do indeed perceive the sehool asa meche

@nism for modernization But, whereas the one insists ~"and exherts -

that modernization is worthwhile and necessary not merely-for instant

+ life with good wages and secured salafies, but also and more so, for
varieties of self-emnployment; the other pgrsists in behaving asthough
modernization 1s worthwhile only if 1t maximizes the hope of a modern

*Ife; and. furgher, as though any item, which mught hinder such maxi-

" mization, must be pxcised from the process of modernizatio# in the
schools The latter’s view seems so0 far to hav‘vailed unwaveringly »
over the former's. The century-old list of a pts to-make school -3

. ‘Televantto the needs’ either of the majorities of students orof the com-
.+ thifmeles whence' they Zame=r long and of almost unrelieved depres-
.~ Aion. Fresh essays in Peru, Uganda. Indonesia, Tanzara, the Philip-
#pines, Sri Lankahave. sofaras I know, not yetbeenevaluated and their

‘/ A

/ 'Thns%:g not“deny that sr}nuhaneously anxiely to get into the next level of
educatibn ititensifies, so that demand grows and places the ruling groups under a

different form of pr&sure - to which they have generally been able to capitulate

-
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effects fully explained. In other words, up to now the primary school
q had been able to meet the requirements of the modern sector only, 1.e.
select those proportions which can proceed for more schooling and
give abasic academuc credenual for the lowestgntry poipts ofevage and
salary employment. It has not been able to prepare people for non-
modern lives .
The paper seeks for the primary school a substitute or supplement
which can do not merely what the school does, but which can also .
succeed where the school has failed. It grants, thérefore, that any sub-2 =¥
stitute must be fully competitive with the school in providing access to
*  more schooling and basic equipment to enter the quest for modérn
joBs. ‘Aflequate methods and critena of selection can bédesi gned which
preserve the chances for selective educational promotion of children
and youths recenving non-formal Basic edycationin proportions not too
differenit from those in the formal primary citcle’. is the confident
challenge the paper throws in the teeth of history (p. 32). Why such
a simple matter could not have been settled earlier and enabled the
school to be ‘relevant’. 1snot a question the paper digcusses.
* More importantly, while it explicitly admnts"l’lé crucial role of
selective mechanisms. the paper omuts_them altogether in listing the
gomponents of a many-sided effort in basic;primary edtication (pp.
52.54) How shall it be decided which graduates from which compet-
ing. differently orgamzed forms of education with different content
shall gainentry to hugher forms ? How shail employers, who presently ’
"= use academuc performance as their prime touchstone of the quality of
the human capital op offer, be provided-with superior alternatives?
A vecent study in the Sudan by Bikas Sanyal* showed that, of
fifty one employing orgamizations = most ofthemin the public sector -

* 375 per cent said that academic performance (at the university
level, 1t is to be noted) corresponded highly with job performance,
50-98 per cent said the correspondence was only moderate, and

< most of the remainder, a tiny munority, said there was no corres-

pondence at all. If the Sudanese employers are representative of ¢
employers around the world, the alternatives % academic perform-
ance will need to be plausible mdeed — which requirement surely’
demands an explicit and perhaps massive'commitment of research,
experimental and development effort in .methods of assessment,

. ‘grading and credentialling. Why does the paper acknowledge the
b . need(p:32)and yet not provide forit? o

. ", While the need for a competitive substitutqor supplement to the
9 school 1s clear in perhaps most countrigor co%unm‘es, there are of

“ _ course afew 3reas where the substitute need not be cormetitive. There
dte commuruties, who may or may not have primary schools, but who

‘San:%l, B C and El Samman, A. Y. Higher«Education and Employment in the
Cus Panis International Institute of Educational Planmng, 1975.
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. ) K
_do not want them and do not send their children to them. If planners
prapose incorporating such people in the modern world in a limitgd’
way, 1t mray well be ible to dewise an instructional unit, deri
from ‘the content *0f specific socjal and economég developrfent

plans, on thé one hand, and from the life patterns of the co f
on the other, to serve the entire age-range of the particular co .
Butit is only in such a circumstance that objective (a) on page $2 and
the first paragraphron page 53 can be squared. .

*Although a non-competitive Subsmute for the priggary school mi

»be feasible in areas of low demagg for schools, in are¥s of high demand
and inadequate supply it woul pt‘ﬂ'ﬁably be workable only either at
a greater cost or at a greatly lesser effectiveness than the primary school
_itself: Everr though Such an ins{itution might present itself as a custo- .
dlal holding centre, willing to]care for a.child constructively unti
‘prumary school place becomeg available the problems of acqum&
traied staff, an ddequate staffing ratio, attrastive equipment to
stimulate learning, would mofe than likely rule it out of court.

" In any case, where demaryd is high, a {gpplement} competitive or-
-non-compeﬁuve would attgact mainly thdse who had either Jfopped
out of the primary scho who were f(ymﬁe reason disbarred from
it. Tts hkely sucgess i helping its learners achieve their objectives,
would need to be carefully estihated 1n the light of expgrience with
evening classes, correspondence courses, polyvalent centres, literacy
®programmes, rural extepsion courses, radio farm forums and other
forms of extended instruction.

In sum, while the paper is right to stress the need for bas:c/pnmary
education, at_should alse give much more emphasis to the needs °
for researé! and long-tetm expenmems in~substitutes and Sup-
plements. f{t might have assisted-ifs own thinking here if it had
categorized Bank spending on ‘outlay’ not by cqustruction, equipment
and’technical assistance only, but had inserted a head for researchand
experiment as well). Particularly should it attend to the issues of,
sorting, . grading and selecting, credenuallmg and their effects on
motivationand demand.

The paper.accepts the three- t1erstmcturc (&nd therefore gradingand -
selection) as a permanent, _feature of schooling. Its authority for
this starrce is the Judgme f Bank Stafl Working Paper No. 169:"
‘Im general. it can be/stated thére is_no conclusive evidence that
shows one type of trammg to be superior to others in terms-of a
cost-effectiveness cn}j.aon It would be fairer tq say that this con-

" clusion, drawn as 1t is from a sthall-body of unsansfactory literature,
is only the plausible operational assumptid®’ on which is based
continued support foryocational secondary and terti ucational .
instatutions; for the Education Sector Working s under-
take to keep the matter open for investigagpq (p. 55). Nevertheless,

) A
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the paper does not explore a related issue, possibly more vital to
its own objectives. Whether or not school education is as epst-
effective as other forms of occupational training, the upper levels of
school affect the lower in a way in which no form of out-of-school
eccupational training does. Quite simply, they make the chief opera-
tional- purpose of the lower level entry to the upper, and narrow
curricula and activities accordmgly If, to increase productivity
and opportunmes 1s. to be the obj of lower-level schooling, the
curriculum should be sighted accordingly on productive opportunities
beyond the school, and not distracted by the mechanisms which offer
selecti6h to more schooling and even more golden opportunities.
Henee, the point the paper should provide for is léss com §
of cost-effectiveness and more elusidation of indeliberate deleterid
effects on other levels of education.

It is appesite, in connection with research and experiment, to
touch on technical assistance ; for these two areas are heavily influen-

- . ced, if not dominated by expatriates, either working in a host countfy

R
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ortrammgxts nationals elsewhere. Indeed, among the ironies of educa-
tion in developing countries is the contrast between the articulate
depreciation of iggelevant school systems imposed or imported frem
outside and the ﬁommence in current educational research angd in-
novation of gven more outsfders. Two connections might even be hypo-
thesized : the'larger the presence of outsidérs, the larger the volume of
effort at reform or innovation; the more numerous the innovations
engineered by outsiders, the lower the rate of permanent adoption.

- The connectigns might welt be the outcome of the leng-standing rule

that, where technical assistance is offered in the form ef an adviser/
consultant/trainer, the body chosen must not be a national of the host
country. In an almost glancing phrase, the paper gffes promise of
breaching this custom and.perhaps of opening a more fruitful phase
* of technical assistance: local experts will be utilized where possible

.

g’l’he phrase oc the context of secondary ax:tivities Oné would |
hope that its in tretches to research and expériment. No one

WO’uld expect sudden revolution in insights, syntheses or action.
Nevertheless by expanding the opport#&nities anq incentives for local
persons systematically to explore how varieties of needs and drives
might be benefited by educational institutions, the paper may assist
the roots of reform to take a more substantiat and enduring hold.

VoA




W

Y ®

The Rediscovéry of Poverty: A Review | -

of Aid Policies in Education

s

s

James R. Sheffield Y

The public:ation of its Education Sector Working Paper by the World
Bank in December 1974 marked, the culmination of a series of policy
reviews by donor agencies of their programmes in education.! Perhaps

. the best known was the report of the prestigious Faure Commission,

Learning to Be, done for Unesco, but the so-called ‘Bellagio Con-
ferences’ on education were perhaps more influential as they in-
volved all of the majos Western donor agencies, both public and
private.® A study commissioned by the Bellagio Consortiym on the
subject of basic education was completed just after the World Bank
Education Sector Working Paper and reinforced the commitment
towards basic education on the part of the donor agencies.® The
World Bank’s reassessment of its educational policies was also
considerably influenced by studies conducted for them and for
Unicef by the International Council for Educational Development

- (1CeD) under the direction of Philip H. Coombs, and should be seen in

relation to the Bank’s subsequent Rural Development Sector Policy
Paper.* Us Aid commussioned several studies of non-foemal education
by the African-American Institute and Michigan State University,3
and the International Development Research Centre in Canada com-
missioned an extensive review of educatlon and development by

. Roby Kndd.‘

Despite the wide range of purposes and approaches, these — and

* other - studies shared to a remarkable degree common concerns about
“education and development. All of the reports were critical of the

orientation of school systems around the world towards the urban,
modern sector, despite the fact that the overwhelming majority of
people in developing countries live in rufal areas. While noting the
impressive quantitative expansion of.formal school systems, the
reports bemoaned the lack of qualitatjve improvements in adopting
systems which were inherited or borrowed from industrialized

.
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countries to their own needs. The rapidly rising costs of education, '
~<" both dn a per-pupil basis and as a proportion of national budgets, -
raised serious questions of whether governments could provide even
minimal educational opportunities for their rural population within
the fogeseeable future. .
These symptoms were recognized by some observers by the mid-
1960s, and a conference on education, employment and rural develop-
t ment held at Kericho. Kenya in 1966 and a much larger conferehce on
* the ‘World Crisis in Education’ held at Williamsburg, Virginiain 1967
helped focus attention on the issues.? Although Philip Coombs’s book *

. v The World Educational Crisis was a major milestone in calling for a .

’ reorientation in educational development, President Julius Nyerere's -
famohs policy statement, Education- for  Self-Reliance may be of
grgater significance in the fong run as it re'presems a commitment on
the partof a Third World government tojactually do what the out-

- -siders write about.? v )

In this paper* 1 will examine the World Bank’s Education Sector
Working Paper within the framework of other recent policy papers of
donor agencies and of some of the issues 1t raises. In this exercise [
will not attempt to summarize the reports but will analyse them with
particular concern for their implications for the rural poor.

As indxcjz’above, all of the recent reviews of education and

development Aave focused heavily on what has come to be known as
the ‘equity’/Assue. Researchefs and policy-makers have increasingly
been concerned that access to educational opportunity is not dis- L
tributed equitably throughout populations (ar:g these inequalities _
may be analysed by .geographic location, seX, ethnic, racial or
religious affiliation or other characteristics). Furthermore, education
may actually widen existing gaps between rural and urban areas, °,
and between sacic-economic groups. Until recently most of the
research on education and equality was done in the industrialized
countries, but - stimulated in part by the donors - researchers in
developing countries are increasingly turning their attention to these .
1ssues, ? i

‘Education and Social Justice’ was a-major section in the published
report of the Bellagio Conferences on Education, and the rejationship
between education and social equality was a central focus 8f the P

" gious ILO report on Employment, Incomes and Equality in Kfrf%‘ﬂ

These reports reflected the new perspectives on the developme
process which replaced the GNP and other aggregate indicators of pro-
gress with concerns for the distribution of resources and quality of life
for the paorest segments of sotieties.. The grim realization thatevenin
countries with rapid econsmic growth, the lives of roughly half of

*Permission has also been given for this Paper to appear in Teachers College
Record, published by Teachers College, Columbia Umiversity, New York.

-




—-f" v
Review of Aid Policies in Education - * 47
= the population were often virtually unchanged led donor agencies to
seek bejter ways of reaching the poorest groups. -

Thus reorientation of development strategy has taken place to some
extent in most donor agencies, but it received its greatest impetus from
the World Bank whose President, Rgbert S. McNamara, drew inter-

, mational attention to the issue in his address to the Governors of the
World Bank Group 1n Nairobi, September 24, 1973.

Disparities 1n income will simply %iden unless action, 1s taken which
will directly benefit the poorest. In my view, therefore, there is na viable
alternative 1o increasing the productivity of small-scale agriculture if any
significant advance is to be made in solving the problems of absolute
: poverty in the rural areas.

¢ The absclute poor are ndt merely a tiny minority of unfortunates — a
miscellaneous Col'ection of the losers if life - a regrettable but insignificant
exception to the rule. On the contrary, they constitute roughly 40 per cent
of the nearly two billion individuals living in the developing nanons.

Some of the absolute poor are in urban slums, but the vast bulk bf them
are in the rural areas. And it is there ~ in the countryside - that we must
confront their poverty.! .,

The World Bank's Rural Development Sector Policy Paper publishccf mn
February 1975 spells out McNamara’s goal in more detail, defining the
absolute poor as those ‘with per capita incomes of $50 or less, plus
others with per capita incomes that are less than one-third of the
. national average'!?
Turningto education, the World Bank was equally outspoken about
the problems stating: , s {
Education systems have been irrelevant [italics mine] to the needs of
developing countries during the last two decades because education
policies were often keeping company with over-all development strategies
which were themselves irrefévant. Emphasis on the development of the
. modegn economic sector, providing employment to a small and intensively
»  trained elite, leads to the neglect of the 60-80 per cent of the population
- hving in sectors characterized by traditibnally lower productivity.1*
' .

The réport goés on to discuss five basic issues which shaped the new
policies: (a) the development of functionally relevant skills, integrated
with over-all rural development strategies; (b) mass participation in
education and, development through the integrated use of expanded
¢ primary schooling and complementdry non-fotmal education pro-
grammes; (C) greater equity through equalizing e§ucational oppor-
tunities and linking these to broader social policies; (d) increasing
efficiency by defining objectives more specifically and making
qualitative impmvel?lents to reduce wastage; (e) improving manage-
" 4
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ment and plan ng mcludmg changes in the organization and ﬁnance
of educational systems. *

Four premises upon which the World Bank’s policies are ba.sed
derive from the above issues:

‘(a) There should be at least a munimum basic education for all, as
fully and 4s soon as available resburces permip. -

(b) Further education and training beyond the basic level should be
provided selectively to improve, both quantitatively and qualitatively,
the knowledge and skills necessary for the performance of economic,
social and other developmental roles.

{c) A national education system should be yiewed aSa comprehensne
system of learning, embracmg formal, ionformal and fnformal educa-
tion, all working with maximum possible mtemal and external
efficiency. \ :

(d) In the interests of both mcreased productmty and social equity,
educational opportunities should be gqualized as fully as possible.}4

_ At first glance these recorhmendatiops, and much of the rest of the
report and its companion pieces oy other agencies, reflects the
tendency to pontificate grand'designs and oppose sin . . . for example,
premise (¢) above seems to urge all things for all men as efficiently as
possible. However, it 1s important not to miss the significant shift in
priorities from high-level, secondary education and teghnical training
for a small élite ta ‘basic education’ for all.

Basic Education: The World Bank défines basic education as:

. an attempt, despite severe resource constraints, to neet the needs of
substantial portions of the population who do not have access to even
munimum educatidnal opportunities. It 1s a suppldment, it a rival, to the’
formal education system, and is intended to provide a fun\ctional, flexible
and ld8%<ost education for those whom the formal system cannot yet
reach or has already passed by. Although the primary cycle may be its
principal vehicle in many countries, it differs from the conventional
concept of ‘universal primary education’ in three major respects :

(i) the objectives and content of basic education are functionally defined
in terms of ‘mimimum learning needs’ of especially identified groups, and
not as steps in the educational hierarchy . . .

(1i) the ‘target groups’ of basic education are not necessarily school-age
children. They may vary according to age, and socio-esonomic character-
istics .

(iit) the ‘delivery systems’ of basic education will fnke dlfferent forms in
different countries (restructured primary schools,nonfcfmal programs, or
various combinations of the two) adopted to the needs of different clientéles
andto con@ts upon fesources.*

1 have quoted from the Bank’s statement at some length because
basic education“has become a common goal of many of the donor
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.agencies. As a member of the Faure Commission, editor and organiser

of the Bellagio Conferences and _programme adviser in education to

The Ford Foundation, F. Champion Ward has been in a strategic

position to observe the recent deliberations. In Ward's view the trénd

could be summarized as ‘basic education for the rural masses’,

whether the forces come ‘in the form of Freire’s conscientization, of
the Faure Commission’s-insistence on individual fulfilment through

education,xor the voicifig of the cause of the unbenefited millions by

the ?resi'dent of the-World Bank’.1¢ .

Although the term *basic education’ evoked memories of Gandhi’s
plans for India and various policies of Unesco for fundamental
education, mass education, community development and related
efforts, the 1970s version took a somewhat different slant. The issubs

received considerable attentiof at a ‘meeting of experts on the basic -

cycle of study’ held at Unesco in June 1974 in which it was empha-

sized that ‘the basic cycle of education cannot be defined mainly in _

terms of duration’ but must be determined by the learning needs
required for t jority. who will not be able to get further schooling
and for the fortunate minority who will, within the context of lifelong
education.”” These concepts were further refined at meetings of
Anglophone and Francophone African educators held in Nairobi in
August and October 1974 under the auspices of Unesco and Unicef”
The report, Basic Education in Eastern Africa refers particularly to
the Faure Report, William Platt’s paper submutted to the Bellagio
Consortium and the studies of the ICED in defining the concept of
basic education.!8 , )

Following a meeting of the- Bellagio’ agency representatives at
Stirling Forest, New York, in the Spring of 1974, Jinapala Alles of
Unesco and Richard Sharpe of The Ford Foundation were com-
mussioned: (1) to inventory the several Bellagjo agencies’ cooperation
with developing countries in basic education; and (2) to analyse and
organise such information for review and discussion by the Bellagio
agencies; keeping in mind that the ‘agencies will wish to see what
collective action, if any, by some or all of the agencies might advance
progress in basic education.’?

In carrying out their mussion Alles and Sharpe made considerable
efforts to consult with experts from developing countries and to
define what the' concept of basic education implies, since they
encountered wide ranges of opinion. The resulting report is an
extremely useful document, particularly in its summary of donor
agencies’ policies and its identification of illustrative initiatives in
basic education in developing countries. Despite differences between
agencies, Alles and Sharpe defined the donors’ common goal for
basic education: ‘Expand and improve opportunities for the kinds of
learning fundamental to life and work so as to meet as $00n as pos-
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sible at least the minimum needs of all.’® They went on to note that
most donors felt that theré is no fixed minimum package applicable
to all groups but that the substance and process of basic education
should be determined for each group, and preferably by each group
to the degree that this is feasible. . -

In addition to the World Bank’s, Unesco’s and the Bellagio
Consortium’s emphasis on basic education, Roby Kidd urged a
commitment to ‘basic educational entitlement’ for evéryone and the
Faure Commission called for ‘lifelong educauon’ unrestricted by
levels. Philip Coombs er al. defined ‘minimum learning needs’ to
enable people to function in economi¢, social and political activities.
The critical question 1s how to 1dentify minimum learning needs for -
different jhdividuals or groups. Philip €oombs and his colleagues in
the Inwiational Council for Educational Development included
‘funétiona! lit¢racy and numeracy (skill in using numbers), knowledge
affd skills fokiproductive activity, family planning and health, child
care, nutrition, sanitation and"kKnowledge required for civic patticipa-
tion.’# y

In some of the most gnbitious efforts to determine how learning
,peeds can be identified and developed, Jinapala Alles has identified
four categories of ‘life skills objectives’, differentiated by age and
needs. Thescare life skills objectives: (1) for young persons in the
home-family; (R) for young persons preparing for organizational- -
occupational living; (3) for adults in the home-family ; (4) for adults
involved in organizational-occupational living.?? Alles recognised that
it would be unrealistic to expect all groups to achieve all desirable
learning achievements, so he urged that €ach community (or indi-
vidual) select only a few based on its own objectives, Alles empha-
sized the need to identify actual ‘learning wants as ‘seen by the
community and the learners at a given point of ume’ instead of
imputing learning needs of others. However, he recognized that
‘participation itself is costly from the point'of view of time and other
reSources’, 5o that the degree of participation will vary considerably
due to local constraints,?

One of the few cases where such an effort has been tried out is in
the Seameo Regional Centre for Educational Innovation and Tech- -
nology (Innotech) in Saigon. This project sef out to answer the
question of what learning should take place if a child can only get
four or five years of formal schooling. The experiment to identfy
and communicate what they called ‘life-skills objectives’ was tried
out in the Philippines and the results have attracted considerable
attention.* . .

Although it would be ufrealistic to expect the World Bank
Education Sector Working Paper to go into the detail that Jinapala
Alles or the Innotech study have done, the sweeping assertions of

A
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what is wrong and wirat needs to be done desegve closer examination.
Perhaps the_most objectionable aspect of the paper is the Qlympian -
tone with which the Bank condemns the remarkable expansnozf(p'
educational systems throughout the Third World. This criticis
ironic because: (a) at the secondary and higher levels, the Bank itself
was a major source of support for whdt they now consider élitist,
urban-oriented school systems, and (b) at the primary level, where the
Bank and other critics condemned the ‘4inear expansion® of ‘irrele-
vant’ systems the developing countries were 1n fact responding to the
social and political forces that the Bank has oply recently decided are
valid. Without denying ‘the enormous difficulties in providing univer-
sal primary education in the poorest countries, and to the poorest
groups in many other countries, the worldwide pressures for expand-
ing primary education must be mfés a response to the equity issue

. long before it was fasktonable or articulated 1n neo-Marxian
terrmnology ,

Despite the fact that the World Bank makes a sharp distinction-
between basic education and primary education, this distinction will
probably breakdown in practice because: (1) tnost countries already
in fact see primary education as basic education. A¢ Petér Williams
has pointed out, it works for most people in most countries, 'despite
the serious problem of the absolute poor;® (2) basic education
confuses two very different processes; the education of chuldren and
the education of adults. This may be conceptually valid. but it 1s
functionally unrealistic; (3) basic education suggests a dual system in
which most children will receive four or five years termnal schooling
(as opposed to terminal education) and a small munority will receive
aform of primary education leading to further education.

One of the primary reasons that so few efforts to adapt school
systems to ‘practical’ needs of a rural vocational nature have suc-
ceeded has_been the resistance on the part of students, parents,
teachers and other vested interests to accept a second-best alternative

o e path of high status and high rewards. The World Bank
Educanon Sector Working Paper recogmzed the dangers but felt that
it n-ught ‘be possible to minimize or even eliminate the ‘“‘dualism
conflict” among the primary school age group by structural adjust-
ments."* While sckmwledgmg the difficulties, however, the World
Bank placed the burden of proof on its critics by noting that 1t would
be rmpossible for low-income countries to achieve universal primary
education by conventional means for the foreseeable future.2®

The pedagogical issues raised by such questions indicates the Bank’s
distance from the schoolrooms in developing countries. Having,
participated in several commussions and policy reviews, F. Champion
Ward was well aware that such exercises become far removed from
actual classrooms, and he noted the tendency:
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to generalize about the vast iaﬁd various landscape which edumuon
+ presents to the wewmg eye, at a happy distance from any particular place
where education is gomg on. No actual students and no real teachers
obstruct the view from those heady lookouts. The masses do not speak
are spoken for. The desirable is all too likely t0 overtake the possibl
proclamations t0 replace hypotheses, and what should be enquiries to
become crusades.®

Many of the recommendations being made on behalf of the p.oor are
extremely difficult to carry Qut, even with the best of intentions. The
- - non-directive, flexible style of pedagogy called for.by such reformers
as Freire, Holt, Goodman, lllich and others, wpuld place enormous
demands upon institutions selecting and training teachers. How can
basic education be equitable, efficient, participatory, functionai;and
flexible when rural schools canfiot even teach reading effectively at
present? When one reads the material of Philip Coombs or the World
Bank’s Rural Develgpment Sector Policy Paper, one is struck bytheir
ambitious scenario for effective rural development:
— integrated planning and administration among sectors
— astrong commutment at the national policy level

— decentralized planmng and administration to the regional and
local levels -

— active participation by the people concerned in the planning and

admunistration
— central coordination and leadershup ¢ - ,
- pohcyronented research on the technical, economic, social and -

other characteristics

— effective training programmes, especially at the local and dlpmft;.
levels - 7 - I

— effective intermediares (marketing systems cooperanves}””

While these factors may be vital elements in a strategy q ral -
-development, it is unlikely that any.one of them 1s present }b j:ig-
nificant degree in the poorest parts of the poorest countries. And the .,
likelihood of attaining all the necessary ingredients in areas of extreme -
poverty is almost nconceivable. In fact, as will be discussed belg )
the poor are poor precisely because these — and other - institutions Ij/
are so weak or non-existent. Even the most basic education will
require carefully planned materials, well trained teachers and efficient
administrators (e$pecially if thé programme is going to be as flexible, .
relevant and cost¢ffective as many advocate), and there are o short- G
cuts to achieving these goals, 1n the foreseeable future. . f#‘
A particularly unrealistic statement on the way to achneve)major

* changein an cducanon system can be founp in the conclusnon of th'

. World Bank paper: .
. | | ., : ' /}'
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Change will normally begin throagh a comprehensive study (italics mihe)
of the.sector as a whole which assesses broadly the degree to which the
country’s total learning system responds to its developmental objectives
and needs3 . . -~

This macroview of the educational-scene may be valid for certain
policy changes, but at the microlevel, where pohcies must be ifnple-
mented, it ignores the thousands of teachers and administrators who
cannot be changed overnight by a study, no matter-how compre-
hensive. Lot
In urging a shift in educational priosities from the academic
systems serving urban élites to basic education for the rural masses the
World Bank was well aware that aany countries would not go along
with such recommendations. Ip the field of education the question is
whether the élites (including vast numbers of civil servants, farmers
“and businessmen) would accept ‘minimum basic education’ for their
children. Sinularly, the implications of a shortened period of teacher
training mentioned by the World Bank as a possible cost-saving do
not concern pedagogicat or technical issues so much as the political
reality of whether a reform of this nature could be introduced given
the size and power of teachers’ associations in most countries.®* In
fact, the failure to involve the teachers’ association adequately in the
much-touted Education Sector Review in Ethiopia (funded in part -
by the World Bank) contributed to the subsequent instability.

»%  When one reads the Education Secior Working Paper along with the
World Bank’s recent policy papers on land reform and rural develop-
ment one is very struck by the socialist orientation, especially when *
uttered by the former president of the Ford Motor Company, Robert
McNarfiara. The International Herald Tribune noted:

FAl
The World Bank, widely regarded by world radicals as a pillar of the us
dominated capitalist world order, has turned to financing Africa’s most
radical socialist experiments. In Tanzania, Algeria, Somalie and Ethj-
opia. . . . In'somge cases the World Bank has become a crucial factor in the
continuing stability of these socialist governments. * f )

For the less radical countries; the question is to what extent the ruling
élites will be willing to sacrifice their newly-gained wealth and power
in favour of the rural massesthat they recently escaped from. In a
scathig critique of the 1LO report on Kenya, Colin Leys concludes
‘that sueh a sacrifice on the part of the élite would be unthinkable. 3¢
In conclusion then, the World Bank’s Education Sector Working
Paper must be seen in its political context as a call for radical and far-
reaching structural reforms throughout the Third World. The Bank
recognizes that ‘in some developing countries, present policies and
institutional structures are so far from favourable to rural develop-
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ment that a policy shift could only follow a major politiEaI change.”™®

Biit, given the amount of resources that the World Bank plans to

commut to rural development, dealing with the Bank may be like
dealing with the godfather, who makes offers which one cannot
refuse. : . ‘ -

In reviewing the donors’ interest in basic education Alles’and
Sharpe noted that ‘the principal interest 1s in extending learning
services to those who have been deprived.”® At our meeting at the
University of London Institute of Education, May 19, 1975, Hugh
Hawes noted that ‘there are limits to the extent to which it is practical
tb pursue Tuaregs, or other romads, into the desert in the quest for
equity’, and Kenneth King remarked that the aid, agencies recent
concern for the absolute poor was quite parallel to the missionazies’
earlier concerns for the untouchables, prostitutes and disabled
persons that governments rarely provided for.3 There is a significant
distinction, of course, between assisting the absolute poor within the
existing framework. and supporting structural changes of the social
and political system. The Bank and other donor agencies should be
applauded for their increasing commitment to the rural poor, but
they need to tgcognize the complexity of the problems and the Limited _
role they ¢an play in dealing with them, ) -
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A Memorandum from Mortadella

“

*

H. W.R. Hawes pn& J.Cameron

-

“- 1.Background

4) An ad hoc committee on educational development was convened
Aast week in.the south-east province of the Republic.of Mortadella.*
Its members were as follows:' Mr John Alpha, Chairman of the
. Provincial-Council (Convenor); Mr Christmas Beta, Supervisor of
Schools: Mrs Maria Gamma, Representative of the Parents’ Action
Group; Hadji Suleiman Delta, Representative of the Association of
Heads of Primary Schools{Secretary).

(b) The committee was invited by the Minister of Educationt to
comment on the World Bank Sector Review and considéhhow its
policy would affect the development of education in the provikce.

(¢) The commuttee’s complete report is tod ledgthy to be gepr
.Quced here and is therefore summarized. It begins with a long

preamble stating the goals of education in the province, followed by
a statement about some .of its more pressing social and educatiofial -

problems. A shorter section then records the committee’s reaction
to the Sector Review as a whole. (It is to be remembered that the
“members were ignorant both of the nature of the World Bank’s work
and of any of its previous policy statements.) A final section gives in

" more defail the committee’s views on basic education as a policy

alternative and minimum learning needs (pp. 28-32 of the Education
Sector Working Paper).

H

.2.Theprovince’s gqals in education and

— hY
N

development .
Briefly summarized, these are: (i) more school education at all leVels ;
(ii) better school education at all levels; (i) more local development;
* A small independent State in Africa. Population 3 million. Area 12,000 3q. miles.
Per capita one U3 $200. Net pnmaryeur.lmem ratio 55 peg cent.
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. .
(1v)less alienation of youth. Adulteducationis mentione?l;ut notgiven
high-pridrity, possibly b&Cause it appears to be interpreted as adult
. literacy. THe parents’ action group has added a special note stressing
. . the yrgéncy of increasing the number of opportunities for secondary
and higher education available to young people from the province. '

3. l\?fattets, of major concern

. Theﬂfc')llowﬁig are mentione{i: -

(a}gThe slow speed of rural dé'\felopme_nt. Despite official policy

. statements, the’growth of small-scale emgerprises still appear$ to be
faster ¥6und Mortadella City, the capital, than away framyit. The
existence of larger markets and hetter communications are cited as -
the main reason for thig, Most development projects in rural areas are
sponsored only by government and at Jeast on¢ c\asqd to function
once government help was withdrawn. . ) -
.- (b) The continued drift of young peaple t}yards the town. Despite-
great concern and intensive-propaganda,he power of rurat areas to
hold youth is weakening. Youth complain thaQu;al areas are boring
and the attitudes of the older people in them are repressive. The more
schamfing they have, the louder they cormplain. Noae )
- ™c) The decline in ‘moral standgrds’ among the community at large
* «and<the young peo;\le in particular. The influence of the family and
of organized religion is said to beweakening . . . traditional customs
are less observed, and traditional crafts are declining despite gttempts
by the Cottage Industries Board to fbvive them. .

(d) The disastrous effects of inflation. In partfhlary it has been’
noted that th& costs of schobdi buildingsand equipment have iese than
doybled during the last twelve months. Although financial allocations
have apparently increased, in real terms they havg, decreased with a

~ gaMant decline in the standards of both- buildings and equipment. _
Sehools are not so well built. Childret%have fewer books. -

.~ .

= (e) The long-term lack dsuccess of liggfacy programries for adults. -
Attendanees begin well” but fall bfF At the ginning there 1s a
tendency to inflite num for statistical putposes apd, sadly, thefe
is arapid falling-offlater 1n actual literacy. There is little to read in
-~ gural areas.™Transistor radigs, however, are very commoa and people
_ are content to hear on thgm about the events'they cannot read about. °
~(f) Falling standards in scfJols. Children, it is claimed, do not
- learn reading, writing and number as well as they used to nor
know as much. The lower status and morale of teachers is blamed.
. Enrolments have ‘doubled in the last decade but so has wastage. A
" detailed reposs on this has alfeady been submitted by the Association
. of Heads of Schools. It notes that two complete changes in the syl-
‘/lav have taken plac®in the last ten years; that the retraming of
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teachers lags far behind what 15 required to implement thefe changes:
‘that there dre exhortatiops to,'employ mfodern approaches’, to teach
‘skills and attitudes rather than facts’, to ‘make éducatjon relevapt’
to the environment, biit.that remarkably little practical advice is ever
given on h(;)w to do so; that the policy-makers in the Mortadella
Ministry and those who advisethemare misinformed about the actual
situation_exisying 10 the schools of the province, particularly in regard
to<emagce, the provision of equipment, and the training and com-

_ petence of the teachers.

4. Ganeral Comments onthe Sector Review

- The. committeé’ notes with appro¥al the World Bank’s concern for
education in developingcountries, and endorses the princigle of equuty.
It considers that the south-east province might_benefit more than it
has done.jn the past if it received outside aid. Previously, the benefits -
from aid were enjoyed mainly by those living 1n and near the capital.
' Members were far less complimentary about the tone of the report. &

-/ Inthe words of Christmas Beta (an older man): Tt sounds very much ~~
like our District Commissioners talking . . . they always knew what .
* was good for us, and we were never allowed to join their clubs.’ s
There was scepticism, too, about the global view the World Bank =
*takes of many of the problems and the blanket solusions it proposes. .
.. The committee feels that despite its disclaimers, the World Bank =
scherishes the belief that the future sugcess of its ;‘oh'cies throughout
the developing World is self-evident. Yet there are many instances
" where these policies do not make sense in the south-east province *
The committee is in some doubt about the effect of the aid provided
for basic education. The figure of $1,058-7m over a tgn-year period
seems a lof of money-but as'the chairman,an economigs graduate,
points out, when.spread o¥er the developing wegld it is in fact very
tiny. The direct financial impact on primary basic Cycles of education
would therefore.be migimal. Even when aid from larger agencies
such as Unes¢o apd Unicef 1s included the amount availablg is still
inadequate. Is there a real danger that such aid would mainly be used
to start policies and projécts which would later run into- trouble

through lack of support? . »

X .

. 5. Specific Observatidfis
<The committee examines i@ ;:c; detail the proposals contained in
e

pages 27-35 of the Educat ctor Working Paper. The following

points are made:

*For example,‘ there are sixteen ‘mother tongyps’ 1n the province. To educate
children or adults in these would be a recipe for political fragrpentation and
,ﬂeconomic inefficiency (p. 31, vi). .

w




E S

* \

Memorandum from Mortadella -y

& - -5

(a) While fully appreciating the dilemmas facing policy-makers, e.g.
the lack of money and the demands of equity, the committee records
that ‘the people of the south-east province will never willirigly agree
to a reduction in Rngth of the present first cycle of education’. How-
ever, 1f it could be clearly demonstrated that more children could be
sent to schoot for the same amount of money, the use of double
shifts or, in certain cases, alternative days schooling might be
_acceptable. c

(b) ‘Alternative shortened courses for older children are considered
worthy of support provided: {1) they are in addition te, rather than
instead of, normal primary school courses; (i1) a proportion of those
who complete them are able to proceed further. Alternative basic
education courses aimed merely at satisfying ‘minimum learning
needs’ for ‘participation m etonomic, social and political activities’
do not find favour.*

{c) Little enthusiasm is evinced_by the éommittee for the proposals

. to.increase provision for adult functional literacy, especially if it
involves a reduction in the provision of primary schoolirﬂ The people
of the south-east province are prepared to ntake s ces to send
their children to school - generally on the groun they wish
them to have opportunities which they, the parent’, have missed. They
think it_essential that the new generation should learn to read and
write. The parents opposed to schooling are.now ig a minonty and
already. in some areas, to keep children away from schoaql 1s begin-
ning to earn.community disapproval. No such feeling-exis
adults being able to read and write. It is difficult to convi
of them that learning to do so is worth the investment of tHeir time
and energy. A great number of them do not regard literacy s being
‘functional’.. _ A : <. “ -

(d) As for thg content of the basic cycle of educatior), there is
considerable. support for re-cxamining what schools /teach, by
identifying essential l¢arning needs. Both-as parents $#d as educa-
tionists, the members of the committee agree that the efsential task of
the primary school is to enable children to go on learning either in

. school or out of it. However, they all share doubts as to whether
some of the new syllabus changes as they have been interpreted by the
teachers in the schools have contributed to this end. A wiser coursd
might be to idefitify certain aréas (notably the three R’s and health
education) and see that they are taught well. Additions could be
made later only by teachers Competent to do so. L

* Editor's note It should be-noted th}a,mﬁhy apprenticeship system exists in
agriculture narkets, dnd garages gll over Mortadelia- These opportunitics are not
discussed by the committee because they do not consider them be be “educational’,
nor are extension schemes in agriculture and health. In this ragpect the attitudes
of the commuttee seem to coincide with those of the World Bank.
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(e) The committee is unhappy about programmes ‘designed to take
into account the terminal character of lower levels of education for
the large majority ot:é)amcipants’. Surely, the skills needed at these
levels enable — or should enable — children to continue learning in
school as well as outside it. Surely, no four-yeal basic programme
should be looked upon as ‘terrunal education’.* The very word
“basic"ssurely implies-a basis for continuing one’s educational pro-
gress. New approaches to th? employment .and deployment of

- teachers; new styles of learnfng and teaching and the use of ‘the

media can all Be prdfitably considered in the south-east province

* provided they rgally lead to increased efficiency,. Mr Beta and Hadji

Delta express son scepticism on thi®*Toe often in szr{experienée

hasty innovations havé led to increased whkk for the teaChers at extra

cost with hittle observable improvement. . ‘o )
(f) The same twd committée memb¥s also reiterate that unless

L more specific help is provided for teachers in the schools towards

realizing the goals which the report so conﬁd:g;ly, but so generally,
adwgcates, oply Bewilderment will follow. To achieve ‘*knowledge and
skifls for productive activity’ or to generate ‘a systematic effort to link
gducation-and work’ requires.# great deal of research and careful
implen®ntation, as does the wholesale restructurifg of the primary
school currigulum around minimum learping needs. .

-(g) The committee believes that the use of Kpra.rgc teachers,
village priests and other religious leaders to promote the Spiritual
well-being of theirspupils and to form links with the community is .

" essential to sound %ummunity edugation, but does not see how-they
c#h possibly ‘provide basic educagion’. They are ompleteljtunsuited
both by tradition, training and status for sucl a role. Hadji Delta,
who as a Muslim has visited scores of Koranic schd’olg, not pnly in
Mortadell but elsewhere il Africa, wgpders whether any memmbers of*
the World Bank team have ever been inside one. . -

" (h) The comittee notes with amaZment the ‘reference to the
progessof Idéntifying an, *squitably sefected group™ at the end of

- four years of basic education. They-speculate on how this is ta be

done and what itl would' provoke in the community, if it were dane;
They agree thatflje working paper blandly and wrongly assumes
thatit can ‘be done both fairly and-efsily.

The committee’s report is ‘how being studigd by senior’ Ministry of ’
Education officials along with the reports on the,working pgper from

the ‘other-ppovinces.- Indications are 'that there is a large m?}:surc of
‘agreement among them. . o ’

6. Postscript - oo -

-

-

*p. 31; Learning 1o Be is mettioned ten timeg later..  ©
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Lionel Elvin

€

Quantitative Expansion: The Facts

o e e e

" Let us look firstt at the record of quantitative expansion in the years

N

since the last world war. The Fzure Report® notes that in the eight ~
years between 1960 and 1968 the tofal number of children attending
school rose from about 325 to about 460 million, an increase of more ,
than 40 per cent. This was above the rate of increase of the school-
age population and of the world population over that period. But \
the number of children péfween the ages of five and fourteen who
were ‘unable to attend school increased, over the same period, by
17 millions. Well, the layman might ask, are we‘iinm'ng or losing?
The answer is that thpre was am increase in the percentage of
children going to school, but the percentage was out of an increasing -
total, so that the actual numbers of those not at school also grew
larger. . . ’
; The same story has to be told about adult illiteracy. The percentage
of tht world’s population that is literaté has been growing. The per-
centage of.illiterates dropped from 44 to 34. But because the world
population over the age of fifteen increased from nearly 1600 to nearly
2300 millions the actual nuhber-of illiterates increased from 700 to
783 millions (exact figures of course depend on how one defines
literacy, but the trend is, unfortunately, clear). The moral of this is
that we arg losing the educational race at a somewhat decreasing
rate, but we are losing it more and more every year because of the
growth of population. I could wish that the report had rammed this
hone, whatever the Vatican thought. It is crucial. Those who oppose .
family planning on principle — that is to say, without admitting that
*An edited version of 4 paper on the Faure Report. A summary of it has also
been published in Educarion News, Canberra, Australia; 1975, ° )
*Faure, E., et al., Learning to Be: The Report of the International Cammission on
the Development afﬁlucqloa. Paris: Unesco 1972
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we should ever check population growth deliberately with the only )
kind of method that will work ~ wiH haye a very heavy burden on /
theit consciences when at last they come to admit the truth +as
they will. )

Despite this drag on all our hopés-the figures of this-educational
expansion bear witness to a tremendous effort, egpecially by the

pooreecountries. This can also be seen by the fict that the pércenitage /

of the world’s total gross national products spent oneducation rose in
- these eight years from 3-02 to 4-24, a rate of increase greater than /
the rate of increase of the GNPs themselves. 4
Now let us stand back from the figures for a moment and ask to
what this marked drive for quantitative expansion may be ascribed.

I see three main explanations.

Quantitative Expansion: The Underlying

_Causes s .

(i) Education as a Human Right

In the years since the last war, and for the first time 1n human history,

it has been officially affirmed and everywhere agreed that education is

a human right. The Universal Declaratioh of Human Rights, adopted -
a quarter of a century ago by the member states of the United
Natjons, said sos And it is said that this right, like the others enu-
merated, was to be recognized without discrimination in terms of
race, religion or sex® Now this was a Decfaration,, not a Coverant

.

. with binding force,and it was a confused document in many<ways. v ¢ -

But it declared what people felt.

The Prime Minister of Jamaica, Mr Michael Manley, made an
interesting point about the timing of this demand when he opened the
sixth Commonwealth Edueation Conference at Kingston in June
1975. He noted that the older industrial Mations had needed only
partial literacy to move into the industrial era and could have the
benefit of new wealth before political democracy came with its
pressure for universal education. The new countries of the Third
World. did not have such an option. They could not wait until
economic development had enabled them to afford a full system of

public education. Everyone had the vote now, and they wanted |‘

education for therr children, now. Thus confronted the countries of
+ the Third World with a great dilemma.

Dr Philip Coombs, the author of The World Educational *Crisis,
has pointed out, further, that the demand for more educatjon is
self-generating. If you have general primary education, a Righ propor-
tion of those completing it will want secondary education too, and
the more who complete that the more young people will be knocking
on the doors of the university.
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(ii) Education as Investiment
The second explanation of the drive to the quantitative expansion of
education of our umes is the realization that without education a
_ country cannot move forward to a modern'economy and a reasonable
standard of life for its people. Now the story of the relationship
between the educationists and the economists in recent years is
interesting and even at times amuéing. At first the educationists were
delighted to find that the economists seemed to be thett allies. They
. had supposed them to be the allies of their natural enemies, the
Ministers of Finance. But before long the education people were
getting apprehensive about this new alliance. Some economuists began
to question whether education could be regarded as an investment,
except metaphorically. Rates of return on the supposed investment,
whether individual or social, proved difficult to measure. The share of
education in the ‘residual factor’ (the input other than natural re-

_ " sources and physical mvestment) could not be 1solated. Yet what has
remaiged from thesc debatds has been an unccntested and newly-
emphasized general relationship between the level of education and
the level of economuc developmerit. -

One by-product of this alliance with the economists, coupled with
the necessity of plan ning when resources were scarce, was the
vogue for manpower planning in relation to education. In many
countries there was serious dislocation between the kind of education
and training given and the opportunities and the needs of the country

. in kinds of employm;nt Could we forecast the needs of the economy

for tzammed manpowes ina vanety of em;foy'ﬁgms and relate thasdack *

to the kinds of education and trafming that were given? I sympathised
very much with this hope at first, for educated unemployment meant
not only personal frustration but national waste. But I never under-
stood how it could apply widely to education,as distinct from train-
ing, for the majonity of children were in primary school, where surely
premature specialization would be out of the question. At most there
could be very general orientation, for instance towards rural rather
than “industrial life. But the manpower planners were much more
optimustic than that. I once hgard an official of the International
Labour Office say to a tratning seminar for young planners that if
you were conservative you would try to forecast demands for rjan-
power only for three hundred different occupations and for only ten
ychrs ahead. Such is the simple faith of the planner! And great as is
my admiration for Lord Ashby I must say that the Tamous report
on the planning of education in Nigeria in relation to manpower
needs, 1n which he let Professor Harbison run awsy with him, is the
tombstone of this hope rather thants livigg memorial.
In the courtries of the Third World there are now considerably
__ more people with the skillsinvolved in educational and in general plan-
i .
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ning. But the planner is seen more and more, not as a separite kind of
person who draws up a blueprint and catches the next plane home, but
as the continuing administrator himself or as a technician, say in
statistics, who works to him. Plahning itself 1s now seen more as a
continuing process in an undérstodd social and political context, not
as an exercise done once and for all and left on some one else’s desk.
As to the relations between general and educationa] planning, one
new emphasis deserves remark. Until recently it was always education
that had to fit in to what the economists in their wisdom decreed.
Now Dr Coombs himself is saying that if* there 1s a disharmony
between the economy and the educational system it could be the
economic policy that is at fault. This is timely and fits in well with the
insistence of people like Dr Schumacher that it is folly to encourage
countries where everything 1s in short supply except labour, to go In
for capital-intensive works employing few people. The point was
taken by Mr Manley of Jamaica in the speech to which I have
referred. He said that if a country like Jamaica wanted a new main
road you would think of getting a lot of labour-saving tractors. But
they would have to be imported and ypu were short of foreign
exchange. Their use would leave many young men out-of-school also
out of work. Then should you go back to picks and shovels? And

- why not tooth-picks, as I once heard someone derisively Suggest?

Of course that would be absurd. But, Mr Manley said, you had got to
work out a middle strategy, realising that your road-building was not
merely an economic actixity but a social on® as well. When we have
spomn.of ‘development’ia these lasteyears we have often thought onlv,
of economic development. Social dcvelopmém is at least as important.”
Let me sum up what I have been saying under this heading. A
country must know in what general eConomuc, social and political
direction 1t wants to go before the teathers and educational adminis- ¢
trators can be expected to fit in rationally to the national Iife. The
short-view advice of the more naive economist must be tested and if

. necessary resisted. It* s, for instance, Professor Mark Blaug, himself

an economust, who has warned such people that rapid technological
change may well call for longer general education rather than early
specialization in processes that will be superseded in a few years.
Planning, either in general or within education itself, should be done
with more “broad understanding of the different needs of different
societies, and with less doctrinaire precision. Then, I think, thig
faltering marriage between the educationists and the economists
could be patched up. As indeed it must be. .
rd

" (iii) Education"as an Integrating Force
. The third explanation of the drive for education in the newly-

independent’ countries has been the desire to give their peoples a
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sénse of corporate unitysWhen Fichte urged that education could do
this for Germany after the defeat at Jena he appealed to what he
believed to exist already, a German nation, although politically

. Germany was divided up into all sorts of states and duchies. Many of

-~ the new nations, especially in‘Africa, have had to create their sense of
‘national unity for they were a mere juxtaposition of tribes arourid
which colonial powers had drawn a line on the map. In some newly-
independent countries, like India, there was indeed a prior sense of
national unity, but till then unreflected in their school systein. The -
Communist countries, from the Soviet Ufiion to Cuba and, Chind,
have well understood the importance of education in building their .,
regimes into the consciousness of their future citizeny, Now, with their

requrements for a period of community service associated with - e
"~ secondary and higher education, countries like India and Ghana are e
" trying to achieve the same ends with non-totalitarian methods. st
The Global Challenge

These, then, are the explanations I would give for the astonishing.-
~ growth of education in quantity 1n these post-war years. But how
fat has that expansion really gone in relation to needs and demands?
. We must now look at the camparison between what Has been done
and the targets the world has set itself. and ask why there is still such
a gap. Only socan we get better guidelines for the future.
Some fifteen years ago Unesco calfed conferences in_the main
under-educated regions of the world to 3et targets for the provision o’
“of more schooling and the eliminatior of illiteracy. The target date
"was 1980, and we, are nearly there. The delegateifrom the countries

-

of Asia met awKarachi toward the end of 1959, and in 1965 they
met in Bangkok to review results so far. They found that in seven
coustries with 14 per cent of the total population first levelenrolment .
“had reached 89 per cent; in eight countries representing 84 per cent of
the population (the main block) it had reached 54 per cent; and in
three countries representing 3 per cent of the population it was stjll
as low as 18 per cent. The proportion of each cohort enrolled was at .
its matimum at the ages of seven and eight (’ust over 70 per cent), |
a little more than half at the age of ten, and just over a quarter by the
age of fourteen. Holding power was obviously #veak, and wastage
high. The report from thé regional office to which I referred says
(with, it would seem, the decade 1960-7(’in mind) that in the agp/
group 5-14 139 mullion children were in school and al?'xost as many,
135 million, not in school.

Mr Najman* makes a similar comparison for the countries of
Africa north of the*Zambezi and south of the Sahara. The Addis

*Nayman, Dragoljub, Educarion in Africa: What Next ? Paris; Deux Mille, 1972,
\‘l ‘ 6 3 E
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- Ababa Conference set the targets in 1961. By 1980 there was to be’
universal free primary educauon, secondary education for 30 per cent
of those completing primary school, and higher education for 20 per
cent of those completing secondary school. The Minsters of Educa-
tion met in Nairobi in 1968 to review progress, They found that 71
per centof the young people reachingthe age of fifteen in 1969 would
be illiterates. Even if the targets for cutung down wastage by then
had been reached, the figure would still be 54 per cent. Mr Najman
concludes that the primary schools are losing the battle :against
illiteracy 1n this part of the world.

The Faure Report refers only briefly and without rhuch analysis to
these regional reviews, but 1t does give two global estimates. It says
that on current.drends the number of c‘ixldren between five apd
fourteen not attending school in 1980 will be approxmatély 230
million (for rough comparison we may note that the total ndmber in
all educational insututions 1s givea by the report as 650 millions at
present). There will be at least 820" mullion 1lliterates in the world'in
1980 and a world proportion of adult illiterates of 29 per-cent. This

*will be more than thirty years after the Universal Declaration of
Human Rughts. :

Mr Najman cites Ethiopia as an especially sad case, a country
(though he could not say so) where international aid has run into the
sand because of the natur® of the regime ; now, one would like to hope,
significantly changed. Ethiopia’s primary enrolments over the decade
1960-71 drd increase by 130 per cent and its secondary enrolments by
800 per cent; but starting from a very low base. Againstts short-term

_target of 71 per cent primary enrolment by 1971 it could show an
actual enrolment by 1968 of only 5-5 per cent. Insecondary enrolment
the target had been set at 15 per cent by 1971. The reality by 1968
was 3-7 per cent. : .

These meagre results have cost a great deal in tergns of national
budgets and GNPs. Mr Najman takes the case of Upper Volta and
quotés one of its educatiomsts, Mr Joseph Ki-Zorbo. He says: “More
than 1-5 million dollars of a 10 mullion dollars budget is spent on
educatign, 17 to-18 per cent of its budget and 5 per oenhof the GNP.
And to what end ? To educate 9 to 10 per cent of the schoBt-age popu-

) Iation. In other words, to educate all the children of Upper Volta, it

o } would be necessary to increase the national budget orie and a half
times’ (and to spend the whole of this inflated budget on educatior).
How can such a policy possibly be defended? | “

A Differentiated Approach to Reform

So let us 1r;trodpce gome discriminations into M. Faure’s facile
universalism. Of countnes ke Upper Volta one 1s compelled to say:

RIC L BE
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they just can’t do it at all, on the pgesent, basis. But ot all countries

are in this position. We must ask therefore of which countries it 1s
painfully true ‘that their educational systems must jndeed be re-

thought ‘in their entirety’. To whuch countries on the other hand

does this fingncial imperative not apply, thus leaving them free to

consider seriously whether turning everything inside out might not

mean the throwing away of advantages-that they have gradually

gained? - <

No spokesman for a social service will ever get all the funds he
would like. But I decline to believe that countries like the United
States, the Sovnc{ Union, Japan, the United Kingdom and Gthers
cannot, if they wish, find very large sums for education. What matters
1s their sense of priorities, even apaf{ from the huge sums-spent on

- armaments.” §f Britain and France choose to spend huge sums on-
Concorde (which has already cost Britain sixty times as much as the *
annual cost of the Open University, itself one of our most expensive
educational ventures) then that must be assumed to be what Britain
prefers, crazy though it may seem. and of course is. There cannot but
be less for other purposes. But by and large, and of -course within
general limyts, proposals for change in the educationat system in the
wealthier countries can be considered on their educational merits.
Such countries do not need, either for financial or educational
reasons, to re-think their educational systemns in their entirety. They
need to adapt progressively, and within reason they can afford what
that will cost.

We have looked at the Third World. We have lopked- at the First.
World. What has happened to the Second? Presumably this phrase
originally referred to the Communist bloc. But there is no Communist
bloc now, and we are supposed to be in the days of détente. The term,
the Second-World, might usefully be revived to cover the considerable
number of countries that are not really 1n ejther the First or the Third :
countries like Spain, Portugal and Greece in Europe, Brazil in Latin
America, Singapore 1n Asia, and quite a few others. The Arab states
that are now oil-rich, and Egypt which is not, should probably gome
into this category too. Now, are these countries 5 orced by the kind of
argument that is imperative for Upper Volta t6re- plan their educa-
tional systems completely ? They may well need to re-fashion some

- things, on both educational and financial grounds. They may have
.to forgo some things the really affluent countries have. But they are
very near to Professor Rostow’s economic ‘take-off point’, and I .
don't thunk they need be consxdcred near to the Upper Volta class
at aH.

This brings us back to the countries where the great difficulties
are. They include such countries as Ind:a, Pakistan and Bangladesh,
and between them they contain a hxgh proportion of the mhabnants
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of the world ‘China, too, might be tﬁought of as in this group; but
s itis already taking extremely non- tradmonal measures to deal with

its situation. . L,

Voluntaryand Involuntary Educatlonal Change

Here however, a distinction must be introduced. If for the sort of

reason ["have given a clean break has to be made anyway, an musual

opportunity occurs to overcome educational resistances to necessary

. change. If a decisive move away from unsuitable curricula is desirable,
if schools ought to be brought into more living relationship with the
community, if the values of teachers hitherto concerned only with
educating an élite are to be modified, then here is the great chance to

—_____doit almost at one sweep. This is clearly what is happening in'China, -]
and under another code, so to speak, 1n Tanzama. But to change
because you have to do so is sull one thing; to change because you
would in any case wish to do so is another.

At the Commonwealth Educational Conference in Jamaica t there .
wqconsnderable discussion of the virtues of manual work as part of *
the experience of schoolchildren. The delegate from Botswana

. reported, clearly feeling he was fitting into the mood of the meetmg,
* that inthat country now children had one day a week at school and
-~ four days of work. Now, was that becausg no more school attendance
could be gfforded, or ‘because the new system was good in itself?
Surel), it"must haye been the former. In countries where there has
+ been contempt for manual work. as in pre-Communist China or, I
am afraid, in India stil, shock tactics may be justified; but not, if one
could possibly help 1t, to the Botswana extreme. Because of this zeal
of some would-be reformers to™throw away too much, and not to
distinguish between necessity -and desirabihity, somé elucationists
are more wary of change in general than they probably ought tg be.
. Nor should we forget the changes that havé been made wi t re-
-thinking systems of education in their entirety. Only a couple of
decades ago in some countries of the Arab world there was strong
hostility to the education of girls (in Saud: Arabia, for instance, .
though very much less in Egypt). The transformation in Saudi Arabia
now is said to be remarkable. In the Asian region the proportion of
* girls in primary schools in 1960 was 37 per cent, rather than the ideal
50. It 1s now 40 per cent and the movement is steadily forward,
Again, in the revision of curricula there has been change in nearly
every country of the world. As the delegate of an African country said
at the<1972 session of the General Conference of Un&sco if some
newly-independent countries at first retained the colonial curricula
and awards that was because, though these were in many ways

- .
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unsuitable, they offered certain guarantees of standards and wide
acceptability. And new curricula and textbookg could not be pro-
duced over-night. But now things are changing, steadily and gradu-
ally. Some countries — Malaysia, for instance ~have se't‘;up govern-
ment publishing houses for the production of their owh textbdoks
and school matenals. Thuis progress should not be brushed aside.
It does remain trye, however, that in some countries something much
more radical is needed. . .

Supply and Pay of Teachers: Alternatives

In the provision of well-educated and well-trained teachers the

countries of the Third" World face a most difficult problem. The Faure >,

>

A

Fm

—Reportsays that on the-whole enough teachers have been found 10

- match expansion. But the Bangkok Report on Asia, perhaps probing
a little more deeply, says that 1n that region the supply of teachers has
not kept up with the growth in enrplments. The staff-pupil ratio has
fallen from 1:38 to 1-40. (The Karachi Plan gaid it should be 1:35.)
f the Third World generally teachers have ina%guate education and
either poor training or none. Mr Najman saysthat 50 per cent of the
teachers in Middle Africa are under-qualified or not qualified at all.
Ought one to make teaching more attractive by raising salaries?
One of the working groups at the Jamaica Conference recommended
this. Yet the truth is that relatively, in relation to the average re-
myneratif)n(teachers are better, not worse off, in the poorer countries ;
and felativities cannot be ignored. And the proportion of the educa-
tional budget that goes on salaries is so high that a small increase per
head turns into a colossal total salary bill. Mr Najmian says that in
. some African countries the proportion of the budget for schools that

goes on teachers’ salaries is as high as 95 per cent, much higher than —

in the more affluent.countries. »

What can be done? Some people have clutched at the hope that
teaching by television would bring a large saving o# teachers’ salaries.
I agree with Professor Vaizey that although television programmes
may enhance the quality of teaching yet it is virtually certain that
there will not be a net saving on téachers’ salaries. The American
experiment in teaching by television in AmericaniSamoa cost huge
sums of money. Professor Wilbur Schramm, whg was intimately
involved, told me frankly that the cost was such that {0 lessons could
be drawn from it for a country without such milli
dollars behind it. But lessons can be drawn. The expciment, started

says 1t has failed. Those who startéd it were so confid
teacher could be superseded that they ¢losed the teache
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be active, in front of the inflexsplebox all day. In the last two Ey‘ezirs"!P
the Department of Educgtionwhose officials regbgnize what a failure
it has been. are back- ing hard. But they haven't got the teachers
who could have hgen trained all those years. The Americans have
discoverggd whaf anyone not as najve as the aythors of our report. -
could have told them, that the use of.really suitable television pro-
grammes cah be'an aid to the teacher {and the best of such programmes
are very good, though not adapted to every cultute} but cannot be a
., Substrtute for the teacher and will pot savé the budget money. The
other large-scale experimm;is been in the Ivory Coast, but that 1s

recerit. When I asked the Minister who launched it, M. Amin-Tanoh, __ Y

1t for a serics of MoONo-=

if he_would write an evaluative accQunt of

& utsaid wisely that it was
too earky to fo so-yet. But the Faure Report does refer to it and
counts a evidence an estimate (not a result) that the Ivory Coast
could save mhoney on 1t if drop-outs were reduced. But what is the ,”
. justification for supposing that the reduction of drop-outs will fesult

#a be one, on the other side of the acCoTMTas-woll-—eo "Jut
both”? The fact is that the one large-scale expenment we have as
" evidence fells decisively_against the injudicious over-reliance on
intructiorrBy television and simular ‘téchnology’ (as they would call
.,it) that the Pause Raport shows. ) .
Another suggestion about the remuneration of teachs, made by
Mr Najman, Js not gf course entirely novel, but has not bsen much
taken up. 1 first heard it twenty years ago from Mr Sharif, the
Adviser on Educatiop to the Government of Pakistan and alre
convinced that Third World countries could not finance edugation
just in"the Western style. Najman suggests that t¢ ers. should be
paidonly in part by central goveynment cash.Ffie remaingér of their
support should come from the locel eommunity in kipd. The com-
munuy should provide them With a house (as # dog€'I believe, in
Pépua and New Guinea) and with some land food. My own
feeling 1s that something like this will Ssary. It soundstike the
tithe and parsonage system of maipfaining the clergy, But untul a

from mstallimg television ? And wjgg not include this saving, if it prove ¥ =
) ] g, il it prove

more developed économy permuts dther methods, 1s that so wrong? "

In the really pooy countries therdis no doubt that the basic school
will have to cost less 1n cash than the priffary school of today. Mr
Najman suggests that 1t could do s with much more use of skilled
people in the village to help with the introdustion of local life and
work and with a mich more loca\and communify-related, and
certainly academically ssmpler curriculym. He also s3ys that to make
the real link between the school and thd\village community the boys
and girls should be of an age when they Jgave to become recognized
young adults in the local community, 1if Xhey are not going Qn to

pes
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@ndary education. This would mean that you detide on your
Pschool entry agiby counting backwargd.:-if there are to be four years
of first-lef1 schooling and fourteen is regarded as the age when really
entering young adult life is feasible, then the age of entry will be ten;
1if five years of schooling is possible, then mune; and so on.
None of the ideas like these offers a universal prescription. But
. they ideas of ight kind for considefation where countries
| sipaply cannot reach their goals on pResent assumptions. What [ am
sure of is that radical changes of this kind are in the offing. I am als®
sure that the countrles of the Third World intend to be more self-
reliant: They will continue to ask for aid, and they should have more.
They will continue to ask foF expert adyisggs. But they will want
increasingly to keep this iécch with their own plans for their own
futures. And this is right. = ) - ‘
) What mankind as a whole needs if we are, o-wipg out the shame of
- - illitetacy 1s more.collective will. We must face the fact that mankind
will not be literate by the year 2000. The population explosion alone, )
makes that impossible. But we can, if we will it, go forward much (/
more quickly than we have (indeed, in a sense we have not been going
- _forward at all). It seems to me that to do this we need to be.both
conservative ard radical; consewative in holding fast to that whichuis
— _ . good, radical if the situation ®)is for that, but above all to seek a
¢~ . balance Jetween these two @t is_different in practically every
. situation we can think of. There are no panaceas and really it 1s
- cruel to Tet people suppose that there are. . ]
We must generate the will; as well as the balanced good sensc. Or
. are we to gdmit that only a totalitarian régime can accomplish this
task, and at a price that we refusg to pay 7 As I said when summingup , °
the work of the Commonwealtf Cénference in Jamaica, just over the ﬁ
R -horizon in Cuba they clafm to have ended illiteracy in tén years. Are
we going to be beaten and say we cannot do it in our way, holding on
to the freedom of the mind,and spirit that we beligye to be the essence

N

o of both godd education arfd good citidnship ? I hope not. !
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edited by Peter Williams

+The meeting was opened by Reg Honeybone, In welcon:uﬂg parncn-'
pants he stressed his hope that the discussions on the-Education-Sector

Working Paper (Eswp) would be both frank and censtiuctive. Some -

of the papers put before the meeting had been critical of the Eswp
for being -over-authoritarian, but one should also-Fecognize that it
made frequent references to the need for dJalogue ard for response to
thie deVelppmg countries’ own priorities. A‘gam\there was not very
much.in the papef about the learning processes that actually went on
in classrooms and hqmes but, on the other hand, it stressed very

strongly the need for a much wider distribution of educational oppor-

tunities for the poor in the poorer countries. The ﬁper was seeking to
open a dialogue with the developing world and was clearly a very”
significant document that-would have an importanf influence on
future international educational thinking and develof#hent. - :
The discussions that followed durmg the day under Reg Honey-
*boné’s chairmanship were organized in four sessions., The first two
sessions were devoted to an over-all review of issues and policies in
the eswp; the third focused more narrowly. bn the basic education

proposals;.and.the final session of the meeting toncerned itself with =

implementation of change. In this accoupt of the meeting, the same

is followed in presenting the views of participazts on the
substance of the eswp. In addition it seems useful to record in a first
, section of this report the’ observations ade by paruclpants on the
workmg paper’s general form an‘app

oy, - . ¢

General Comments onthe Educayon Sector -
Working Paper

. PW& Welcomed, the dgcision of the Ba.nk to mue,the §WP
¥ bothas astatement of pohcy and as a contributian to thinking around
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the world about the issues of education and developnmm.”l'hjs wel-
"come was all the warrher igso far as, in the opinionsof many 6f those
present, the Bank had sometimes been less forthcoming than it might
have been - given its leading influence in the area ofsmematiqnal
educational development - in sharing its thinking, experience and "
information. It was hoped that the present Eswp would be followed by
others and by a wide variety of other published matenal. Second, 1t
- was noted in this connection that the document under discussion was
entitled ‘Working Paper’, implying perhaps that it should be regarded
basically as a discussfon paper-and that fyrther elaboration of the
ideas it contained was intended. Quring the debates the hope was
* several times expressed that the observations made would be regarded
as a constructive contribution to this end, and more generally to the
continuing process of redefining *sues and policies in the educatia
sector. - ) :
Third, the point was repeatedly ma‘hat many educational prob-
" lems and solutions were country-specific, and %}:xes could only
have effect at national and sub-national level, 1t W% noted that the™
eswp did itself 1n several places stress that conditions and appropriate

educational policies varied from country to country. The papet

nevertheléss displayed-a tendency at times to use highlysaggregated

' statistics as a basis for'Conclusions and recommendations. Dramatic

as gome of these global figures were, there was a %er that they’
might serve the cause of propaganda better than that of understand-
ing and analysis. The grouping of countries by continent or by five
income bands produced a level of aggregation that concealed signifi-
cant differences between countries within: the same group.

Fourth, there was support for the view expressed by Arnold
Anderson both in his paper and at the meeting that the Eswp did not
Jepresent a completely”coherent lime of thinking. For example, by
discussing ‘efficiency’, ‘eéquity’, a ‘poverty-oriented development'stra-
tegy’ in separate setlions and under different headings, thé paper

"-R avoided any searching analysis of whether and how these aims could

*

“be simwtaneously pursued and of the inherent conflicts involved. The -

precise process, whereby the pblicies advocated would lead to.the
1ntended outcomes was spmetimes obscure; and such key issues as,
for.example, whether the dynamic of the town might4a0t be the
condi‘tion for rural prosperity, rather than a threat to.it, were little
explored. , ) . -,

Fifth. the working paper.showed a tendency to minimize the past
achieventents of developing countries and a certain tack of sympathy
with them1n the very difficult dilemmas of educational policy they
frequently faced. The complexity of many of the issues and the real
difficulties in adopting seemingly ‘sensible’ and “efficient” solutions,
did"not always seem to be fully recoghized. In places an altogether
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. more tentative attitude would have been more appropriate than the
air of cértainty and confident rectitude that the paper conveyed.
Sixth, and connected with the previous point, thgre was a feeling
that the paper did not sufficiently acknowledge the extent to which the
Bank itself had been responsible for the wide currency that policies of
concentrating on high level manpower for the modern sector of the
economy had enjoyed. Many of the new -policy emphases in the o
Bank’s paper were welcome to those attending the,mpeeting, but the
Bank’s new stance would have been more credible if there had beena
franker discussion,of the Bank’s past experiences — both the successes
and failures — with lending for education, and the ways in which these
had modified current thinking. Some sense that the new policies were
the result of a continuous and continuing process of learning would
have been reassuring, particularly when the new poficy line followed
50 hard on the heels of the one it replaced. .
Finally, there was a widely supported plea that in any future
&  documentof this kind the terms used should be more closely defined. -
This applied particularly to the term ‘basic education’, whose applica-
tion to a whole range of very different concrete situations might only
serve {0 spread confusion. .

Issues and Policies

. Introductory Statements

& -7 _ Peter Williams made four points concerning the analysis in the report, ’
First he argued that although thg Bank claimed to recognize that |
‘to the developmenta! goal of economic growth must be added social ~ ~
dimensions’, the actual Eswp discussion of edacation’s role was
almost entirely in terms of its function in producing knowledge and
skills. Morepver. the interpretation of the ‘social dimension’ of
education was In fact far too narrowly conceived, and did not appear
to Yo any further than the concept of equity, admittedly important

. enough in itself. The paper appeared very largely to ignore the role of

_education in the promotion of social autijudes and values and in

relation to the culture and- religion of a community, and in its func-
tions as a role-allocation device and as a chilf}-minding service.

Second, he thought the paper had tgo much-faith in the possibility .
of finding ‘right answers’ — with misunderstanding-and inefficiency
being regarded as the main obstacles to their adoption - and did not ~
recognize sufficiently that-perceptions o t was good and right
might differ and that iterests might clash. or did the paper
sufficiently explore the potential conflicts between\ different defini-

s tions of equity, between equity aad efficiency, betweenlecal relevance
and national standal;dizadon,‘bctwecn specialization and integration
%% of edicational contents and so forth. Perhaps for this reason the ESWp

- * > -
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seemed to Fepresent a bureaucrat’s view ‘of education, with few real
life teachers, parents or pupils appearing in its pages. When they did
appear they were either described as ‘target groups’ or ‘inputs’ or else
seermed. as Anderson had suggested in his paper, to be obstructing
efficient planning. It was sad to find so little evidence of sympathy and
suppork for teachers, or recognition of the need to sustain their
devotion and commutment. 4
" Third, as he had indicated in his own paper, he had reservations
about the Bank’s global assessment of world educational trends. One
could support the contention that change and reform were urgently
needed 1n many education systems, without accepting such a gloomy
interpretation of what had been achieved — or would be achieved -
-quanutative terms. The figures in the Bank's paper for educauonal
development up t0.1970 were causes for satisfaction and congratula-
tion. As to the future, the Bank and Unesco might conceivably have
access to data not generally available to others, suggesting a turn for
the worse in educational trends and justifying their gloom. There
" were some counter-indications. however. For example, it was worth
noting that several of the largest African countries in the Bank’s list of
the poorest twenty-five — Nigeria, Sudan and Tanzania — now seemed
\g)abe pushing forward extremely rap:dly Moreover, he thought the
nk’s emphasis on basic and primar’y education did not sufficiently
accord with the reality that in many countries a major focus of con-
cern was what to de about the lower-secondary level. Such a concern
should not be condemned out of hand as élitist and anti-develop-
mental, even in countries that had not yet achieved a sausfactory
primary education base. Development could not always take place
evenly in any case. But more importantly one might argue that wider
-access to the lower-secondary system might in fact help to underpin
the primary level of edtcation — by reducing any harmful backwash
effects of the selection examination, by furmishing better educated
teachers. by consolidating basic literacy skills already achieved.
Fourth and-last, there was the need to scrutimze carefully which
were the groups at present without access to first-level education gnd
the reasons for this. Was the problem one of poverty, élitism and
" deliberate neglect, or might it not just as often be one of remoteness?
He had been struck by the fact that the really poor countries with low
enrolment ratios seemed to be those with low density of population.
If closer analysis were to suggest that the prob ere largely those
of remoteness (physical, cultural, social) then ¥e policy measures
needed might be different from those which would be suggested if low
enrolment ratios were the outcome of the political and social
philosophies of the ruling groups.-
John Cameron said he agreed with many of the criticisms Peter
Williams had made He }umself had made ‘some of these pmnts quite

-
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explicitly in a written report to the Ethiopian Ministry of Education
in January 1974. Referring to the recommendations of the Ethiopian
Education Sector Review, concerning which the World Bank Educa-
tion Sector Working Paper now before the meeting was so complacent,
he had written ‘The Report of the Education Sector Review is an
7 unexceptionable dociment, shrewd and courageows In its diagnosis of
the educational 1lls which beset Etluopia . . . but, in spite of the large
measure of Ethiopian participation it is a conformist document, 1n
that it reflects the prevailing educational drthodoxy of most educa-
tional aid agencies. especially the international ones. These agencies
having urged the developing countries a decade ago to give top
priority to the development of secondary and tertiary education
mainly in the interests of trained manpower for the moderr sector of
the economy. and to give low priority to primary education, now
urge them to do the opposite.- Central to the new orthgdoxy is great
emphasis on the ruralization of school curricula at all levels and on
non-formal education, outsi¥e and sometimes at the expense of. the
formal system. . . . Success 1n ifcuicating new attitudes is crucial. . . .
Rural populatiéns do not need to be told about the economic value of
- education as it affects thetr own lives. Education is to them the way up
from, and out of, the harsh conditions of subsistence farming - at
least for some of their children. It is the means of escape from grind-
Ing poverty, not of a return to it. Yet “Minimum Formation Educa-
tion™ (MFE) postulates return, not escape. . . . The Assistant Director *
¥ General-Unesco . . . described MFE as “‘another exquisite expression
that we have coined in order to escape from the prison house of
primary or elementary education and express reality”.+ This is not
how parents regard 1t. They will need a lot of convincing that Mrt
1s not itself the prison house.’ -
In reading the World Bank’s Education Secror Working Paper he
was reminded of the remark by that great American, Corpford,*
.illustrating the importance of themnner in which policies and priori-
ties were made known. ‘You think, do you not, that you have only to
state a reasonable case and people must listen to reason and act’upon
it at once. It s just this conviction that makes you so unpleasant.” _
Many criticisms of the Eswp might well stem from this type of human
bloody-mindedness. Everyone had an in-built resentment to being
~ told what was good for him.
As regards policies and priorities the first point to be made was-that
the essential characteristic of déveloping countries was thar poverty,

*This remark was made at the conclusion of &six-day conference on MFE in
. Addis ‘Ababa n July 1972 L
*Quoted in Kerr, Clark, The Uses of the University. Cambnidge, Mass : Hanard *
" Umdversity Press, 1964, p. 107 (Cornford, F. M , Microcosmographica Acadenica.
London: Bowes and Bowes, 1949,)
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This imposed harsh priorities and difficult decisions on them. They
could not afford the luxury of a bleeding heart: and even when the
poliucal will for bold decision-making was there, the necessary
admunistrative capacity was often lacking.

Second. the eswp left one with the sneaking suspicion that the

.- World Bank aimed at creating a contented peasantry, not at promot-
ing modernization and industrialization; that it considered industri-
ahization of rural areas regrettable jf not wicked; and that it thought a
Rousseau-like rural economy infinitely preferable to the complexities
of the modern highly urbanized world. In fact. however. Britdin’s
historical experience suggested that the rural economy could not
grow without large urban markets and that urbanization- Was a
precondition of a highly-differentiated modern economy.

These points bore directly on the issue of equity. In the ESwP the
Bank took developing countries’ education systems and policies to

* task' for their ‘regressive character’. However. the Bank appeared
aeither to give the developing countries sufficient credit for what they
had accomplished 1n,terms &f equality of access, nor to appreciate
the enormuty of the task of reaching equality of achuevement - even

. tho gh it did recognize this second task to be much more difficult

hamthe first. In reality, poverty meant that equahty of access or of -
educanonal achievement was a mere pipe-dream in the developing
nations, able to offer primary education to perhaps only 50 per cent
of the age group.

One should 1n fact think of ineuity as being a halimark of a _
developing country: as Mark Blaug had said, ‘The striking fact about
underdeveloped countries 1s not so much their low level of inpcome per
head, but rather the extreme inequahty in the distribution of nearly
everything: income, population, education, housing, health and the
like. Not only 1s income per head more unequally distributed than in
developed countries, but regional variations.in income within national

. boundaries far exceed anything found in Europe or America’.* If this
analysis was correct, it made little sense to criticize. developing
countries for the existence of inequity. ’ ’

~ The problem of inequity was exacerbated by the fiercely compet:-
tive nature of education systems in developing countries, 1n which the
selective function inevitably played a most important role. ‘More
flexible aptitude and attitude tests’ would not send this problem away

. and the ESWP’s remark ii:at ‘fully practical alternatives have not yet.

' been developed’ (p. 35) gave no help at all.

The Eswr was correct In its general diagnosis; 1ts discussion of the

» major issues was fearless and forthright; and few documents covered
sd much ground in so few pages. It was all the more unfortunate,
*Blaug, M. The Role of Education in Enlarging the Exchange Economy in Middle
Africa: The English-speaking Countries. Panis! Unesco, 1967. .
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theret;ore, that it left the impression that the real problems facing
developing countries were outside its experience and beneath is
notice.

General Discussion \

The discussion of the Eswp's analysis and policy conclusions can con-
veniently be summarized under four headings - development of skills,
education for rural areas, equity and efficiency, costs of educational
growth - broadly corresponding with different sections of the ESWP
fself.

(1) Development of Skills .

John Oxenham felt 1t crucial to make a necessary distinction between
education and schooling. The educational®process of prepdring people
for adult Iife within theirr commumities and societies was prior to and
wider than the ipstitution called ‘the school’. One crucial educational
task was training for a livelihood. A livelihood within a ‘traditional’
community could be trained for by ‘traditional’ education without the

“ad of the schools, but ‘traditional’ education could not prepare

people for modern-sector jobs. This demanded qualifications obtain-
able almost solely through a school. Hence, and naturally, s¢hools
were seen by their users primarily as a means for qualifying for a
‘modern’ livelihood, rather than in terms of acquiring competence,
Because of the duality of the economies of poor countries and the
Consequent competition for limited modern-sector jbbs, school had a
&qcial #lect on’people’s lifetime earnng opportunities. What the
EswP had failed to do was to exploze whether there was any chance of
sepgrating the educative function of the schools in developing human
capacities, from the selective function of the schools in qualifying
people for scarce jobk It was questionable whether the schools could
perform the dual function of qualifying people for the jobs they
wanted at the same time as giving them a preparation for the jobs
they were really likely to get. . -

These points were taken up by Michael Young and John Anderson,
Schools seemed more attuned to providifig people with pajd Jobs,
which was what parents wanted, than with pgoviding them with the
skilfs and attitudes that their countries needed. Could thatelement in
educational qualifications that represented an indicator of genuine
competence be separated from qualificajpns which represented an
exercise in- competitive labelling? Perhaps education-cum-work
structures , which interspersed periods of education with work
experience, could provide an opportunity to select for further educa-
tion courses on the basis of demonstrated competence in real situa-
tions. Jean Bowman suggested that there migit be a danger 1n
defining the role of education in economic development too narrowly

. . "r76 \__
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in terms of schooling as a preparation for particular wage and salary
jobs. The discussion in the ESwP seeined to be largely in thesz terms.
But perhaps more important was the role of education in the develop-
ment of skills of acquiring and decoding information, and in making
decisions in change-situations. Education appeared to affect the speed
and efficiency with which people took up new practices in agriculture,
and to-affect entrepreneurial behaviour. By extending access to the
written word 1t seemed likely that education speeded up innovation,
Christopher Colclough made the further point that the way people
. viewed education was a function of the society they were 1n. b might
not be -possible to say gengrally that people” wanted education
primarily for this reason or that. In_many/societies — India was
one example - education was an impoftarit component of social
status. The financial rewards of jobs were of course an extremely,
important factor, and in this connection tie eswPp had not putenough
stress on income distribution and the need -for a more progressive
- income structure. The discussion of these points on pages 22-23
of the Eswp seemed to lum to be altogether -too tentative and non-
conimittal. .

Several speakers expressed the view that in its discussion of the
development of skills, the eswp had too little to say about informal
processes of skill acquisition or vocational training on the job. Albert
O:-igi made reference to the many diverse ways it which skills were
acquired in Northern Nigena.

Archibald Callaway said that the Bank should be congratulated on
its path-finding diagnesss of the needs of education of poor people in ~
low-income countries. He felt, however, that more emphasis mught
have been given to vocational training-of the large numbers of young
people who are certain to find their vocations as self-employed rural
producers. Many of these youths had not attended school at ail.
Others were primary or early secondary school leavers,sboth young
men and young women.

The typical economic unit in the rural areas - whether in the ‘
hamJet, village or the rural town - in most countries, is the small- |
scale, self-employed enterprise: the family farm, the trading estab- -~
lishment, the craft or small-scale industry, the artisan workshop, the
small transport business, the seamstress with her girl apprentices,
the stall in the market. The same is true of the backstreets of cities. .
Vocational skills relevant to these farms and ‘firms’ are learned by ~

youffy peoplc on the job from adults actively at work. 2

The question is how best government can intervene to upgrade
(and, in some 1nstances, to traﬁorm) this normal procedure for
aoquiring skills on the job. Full-time, classroom-onented fraining
can produce graduates for wage-jobs as tractor drivers, clerks or

mechanics but does not usually produce better self-employed farmers

~
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and artsans. The training required for a lifetime vocation as self-
employved rural producers 1s a suitable blend of on-the-job training
and supplementary learning

This element of supplememary learning could perhaps best ‘be
provided on completing apprentice training or, after setting up on
own account, at the slack period ‘of the productien year. Such
intermittent courses of a few weeks are often most usefully conducted
by well-trained extension workers at modest, ti-purpose rural
traming centres — or their eqluvalent.

~ Christopher Colclough emphasized the importance of \ocanona,lﬁ

training as an alternative means of producing skills, and as a keyto »
modifying the education system in such a way that the supply of _
qualifications did not gel*out of line with society’s needs. In general,
the income differentials among those with different levels of voca-
tional training were very much less marked than between those with
different levels of general education. ) )

(i1} Education for Rural Areas . ‘

The compartmentalism xmphmt in the swP’s discussion of ‘develop—
ment of skills for rural areas’ as a separate category attracted critical
comment frém participants in the meeting. It was not accepted that
policies for the rural setting raised bas;ca.lly different questions from
policies for the hodern sector, nor that ‘non-formal schemes’ and’
‘functional literacy’ should have been discussed in the ESwP only in
the context of the rugal areas. John Lewis said that whilst the acci-
dentals in terms of illustrations and techniques might differ between
urban and rural areas, the fundamentals in terms of basic com-
munication skilis, learning to make judgments of situations and so on,
were not different. In an era of rapid change, there ¢ould be no
guarantee that 2 ‘rural education’ would be appropriafe to the
futdre lives of children fresently residing i }1 rural areas.

(iil) Equity and Efficiency . -
The prevailing mood at the meeting towdrds the issue of equity was
one of caution. It was recognized that ‘equality’ and ‘equity’ had
distinct meanings. but that the EswP tended to use the second to refer
to the first. It was generally agreed that in their formal structures
. education systems ‘should strgss equality, which meant rejecting the
kind of dual systerg the Eswp seemed to propose with its ‘parallel
system’ of primary®schools and basic education. But, as Arnold
Anderson argued, much more gould be done in distfibuting educa--
tional resources more equitably, treating both pupils and teaghers
more fairly.
At the same time those presenit were conscious of Lhc questions
raised by John Cameron in hus opening remarks as to whether the very
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process of economic develppment did not présuppose unevenness and
inequality; and by Arnold Anderson’s observations (see below) that
the mobilization of local community self-help effort inevitably
involved increasing imparities at local level. Jean Bewman suggested
that strategic questions arose as to the correct uming of any emphasis
on equality. Would too much empjasis on equality now in fact limit
one’s options in future? In the case of a society like Brazil an
emphasis on greater equality at the present time might well be the
correcy, prescription, but that might not have been the best'policy at
every point 1a the past; and one might hesitate to advocate it for every
society at present. | . ~ L

“Kenneth King saw the emphasis on equity in the ESwp as a way of
saying that the élites in developing countries were socially irre-
sponsible. It amounted to telling developing countries how_they
should behave. Having failed to achieve equality in Western coun-
tries through ‘headstart’ programmes, etc., there was now 3 move to
turn the Third World into a vast experimental station for new
equality programmes. Taking up the reference to élites, Arnold
Anderson said the real issue was not that of their existepce, but
whether the élites were ‘earning their keep’ in terms of their contribu-
tion to the development -and modernization of society. Moreover,
alhough élites certainly made use of the school system, it was
doubtful if there was any school” system which produced more -
_ inequity than would exist if therzwere no schools.

Jon Laugle argued that the new preoccupationof Westerners with
inequality in developing countries stemmed legs froma ‘bleeding

-heart’, as John Cameron had appeared to spggest.ithan from a
different development model. He suggested that in some develop-
ing countries relative ‘differencés between sgcial groups in educa-
tional participation were no greater than/in some industrialized
countries. - q /

Finally, the heavy cost of pursuing equity to its ultimate conclusion
was stressed. In thisieonnection the factor/ of remoteness, stressed by
both Peter Williams (see aboyg) and Hugh Hawes (see below) was.a
major obstacle to achieving genuiﬁ; equality even of edueational
access, !et alone achievement. at any reasonable cost. "

/ . ‘

(iv) Costs of educational growth - o
Lionef Elvin said the eswp had pointed to a basic dilemma which had
to be¢faced squarely. This was the enormous cost of universal primary
education. If one rejected the idea pyt forward in the EswP of a dual
system - which the World Bank was floating partly as a way of re-
ducing the cost of education for all - one had an obligation to come
up with alternatives. At present levels of cost per head in primary
‘education one could not hope to reach universal primary education in
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twenty years and a country like Upper. Volta would need to spend the
whole of the Government budget and 50 per cent more to put all its
children in school. In most developing countries, even allowing for
‘the opec-effect’ in countries with oil and for a reasonable level of
growth of the national economy, there would not be sufficient
government resources External aid mught help but would not
account for much In the face of this one had to ask for increased
support from local communities. -
/ Guy Hunter advocated more support for education - which. like
N John Oxenham earlier, he distingnshed from schooling - from
B, ‘parents and the community. The résponsibility of ‘parents and the
\ community at large for the education of the young must be stressed.

The- idea of people ‘dropping out’ of education was an oytrage.

Educational planning must start from the basis of resdurces avjilable

in the community. which government could supplement when 1t was

satisfied that the cammunity itsell was making an effort, Even when
governmentsyould not afford to pump in buidings and teachers.

there were in the community resources of time. skill and wisdom *

which could be used to educate the young, In particular the young

could and should be helped s learn about how people garned their
living. about different job-roles+and job-contents. Such an approach
didnot imply that schools should be abofished. but rather that
‘communities should start with their own educational resources and
, progress gradually to the fully-devetdped school. If school could not
- beorganized to fill the whole day, then parents must provide educa-
tion for part of the day Government's role should be one of auxiliary -

. help. to supplement and assist but not to be the chief provider. He -
recognized that organization of tommumity effort was less straight-
forward in urban areas where ‘the community’ was harder to ide ify
and voluntary collective effort harder to mobilize, and thefe would -
‘be some areas where, as Lionel Elvin had said, communities might

- - be too thin on the ground to carry the load. It was also a sad fact

that ‘school” had semetimes tended to become the enemy of ‘educa-

AN tion’. by undermining people}'s confidence in their own abilities and

empiricat experience and substituting for it official knowledge called

*science’. Nevertheless, local effort and responsibility must be relied

upon .to a-greater dégree if educational opportunity was to be

extended at all quickly: it was no good just waiting for government

to act. : <

Ameld Anderson pointed out that greater reliance on locdl com- %
munity resources prabably implied a wider range in the leyel of .
education® provision'in different areas which was difficult to reconcile
I with equality. Peter Williams asked whether people might not accept
shdrt-terminequality if they were persuaded thatlong-term government
policy was based on considerations of equity; and if they could feel

L]
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more certain that. if they themselves m&e an educational effort, they
would qualify* before 100 long for inclusion in governmeént pro-
grammes of help. He thought that the case_of Upper Volta, quoted
by Lionel Elvin. was somewhat untypical of the general problem in
developing countries, reflecting as 1t did extremely high salary scales
relative to national income levels and an extraordinarily low density
of population. ’ .

_Arnold Anderson suggested there was need to explore analytically a
new set of education expansion goals looming over the horizon, which
was an enrolment rate of 30 or 40 per cent in secondary school. Could
developing countries afford to thunk in terms of level of educational
provision that the Ls did not have until 19307 Jen Laugle ‘was also
concerned witether, bearmg in-mind the selective function of schools.

_the-wider availability of primaly” education in developing countries
would not simply trigggr an escalation of demand fop:education at
succesgively higher levels.’ v

John Anderson sad tl;{at if one was going to look for-increased
community financing of education. then local priorities must be res-
pected and these were-often for secondary schools. .Qualifications

which secured wage emiploymept were what people were prepared to

work for in the field dY self-help education. In order to safeguard
equity one might think in terms of using a quota to provide a basic
minimum provision for each area, and allow seif-help effort to pro-
vide additional places beyond the minimum. But this did not solve
the problem of focusing démmunity effort on totducational projects
which had relevance to local em ment coaditions. This was a
critical task. and action research iff these areas should be given very
high priority. ‘ o

With regard to the cost of edecational expansion Guy Hunter
observed that by leaning more on localyommrunities to provide educg-
tion. some new resources would be gendrated. People were sometimes
ready to devote to.the voluntary support of education energies and
resqurces that would not necessardy be available, for akernative
investments. So it might not be true 1n every instance that educational
expamsion would deprive other sectors of needed funds. In any casé
where ‘alternative uses of resources’ in fact took the form of transfers
through marketing board mechanisms from rural to urban areas, it
was not clear that they were any more beneficial to over-all develop-
ment, let alone to the interests of rural people. Peter Williams noted
with reference to Jont Lauglo’s'earlier point. that althotigh in theory,

- it might seem that educational growth would endlessly feed on itself

=
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as qualifications required for jobs rose, in practice there wefe °

countervailing forces at work. Even when education was-‘frée’, the

opportunity cost of enrolling steadily. increased as children betame

adolescent and- then adulf. Admittedly, in a situation of complete
¥ - - .
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lack of work, coptinuation 'of studies mlﬁlt be costless to the indi-
vidual, but there were few situationg‘where there were no benefits
forgonc by-continuation of study. !

s

‘Basic Education and Mass Participation
Hugh Hawes in mtroducmg this topic said the paper* that John

Cameron and he had cxmgﬁ%d ‘was not meant to be in any way -

cynical, but was intend®d to reflect the kind of reactions to the
ESWP tb be expected from people at local level. Policies might be dis-

cussed on Mount Olympus, but changes took place on the ground. ;‘ .

In speaking of basic education, the first task was to define it. There /
had been various interpretations from Gandhi onwards, with some/
now talkmng of ‘basic education’ and othefs of ‘the basic cycle of
studies’. The Bank appeared to hover between the i1dea of basic educa-
tion as a first stage of .education directed iowards munimum learnigg
needs, inclyding the primary cycle, as its main vehicle on the one
hand; and the implication on the other hand that it was an alternative
form of mamly terminal education for the dederving poor. The second
interpretation should be r;.%ad the only valid one was that basic
education should be consi asameans by which the learner could
take charge of his own life, and as a basis for further learmng and
living likely to be the same whether one was in an urban,of rural area.
Once these goals were set, it should be recofjlized that.there was a
variety of paths to achieve them. - -

Beyond this, however, one had to decide whtthcr basic educat:on
should be coneeived of as a system or an idea. The Bank se,eined to see
it as a system with four-year schools, a new curncul@t systern etc;.its -
perspective was one of institutions and target groups. But. if bas:c i
education were rather seen as an idea, the perspective, would shift
from systems to goals, withschools only one way of cor}\nbutmg to
them. One would then begin tdwealizg that one could never be sure
whether or not the goals had been fylly achieved. This was, an untidy
way of looking at things and ightrot commend nseif t0 planners
and bankers, who were tdy people.

He then turned to the question of pnon
that in-the interests of equity basic education
cational prioritys But if one established someéthing as a priority,
somethmg eise had to go. If n were propos that a four-ycar

.......

seven-year cycle, the Mortadellans (see Hawes/Caifheron paper
above) would"react in the standard way - violent opposition. If the
object were tovsave money, a more acceptable alternative from the
pa:cnts point of view would be to retain the length of the cyclc in

‘See above. A Memorandum from Mormdella p. 56. —

s2

. The Banlcwas saying .
an over-riding edu- L
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yek but to reduce the fength of the ‘school day er school week
either-by a shift attendance or an alternative day attendance system.
Since children learned as they grew, a long period of extensive
learning seemed better than.a short period of intensive leaming. . ,

" There were two fundamental issues only partially recognized hy*
the Bank. First, global arithmetic got one powhese: the correct educa-
tional pattern Had ¢o be decided separately by each country and would °
be decided ‘in the light of political ideology and economic self-
sufficiency. Some countries would find equity beyond. them, *for
equity surely did not imply the right to’starve together. Secofld, the
question had bgen Taised of equity between adults and childref.

Although the’global figures .on.page 33 of the report Were rather o

. meaningless dnd would be better forgotten, the pldnning and pro-

vision of really éffective large-scale adult education Wogrammes
could cripple programmes of education for younger learners.

Was it not possible in Taot that demand for education would prove
an effective if not necessarily equitable regulator oé the amount of
education to be supplied ? Perhaps_educational opportunities should
be directed first Yowards those who wistied to set themselves free

-
t

throtgh basic education. There were aftér al] limits to the extent one ¥ - o

could nursue Tuaregs into the desert with books they did not want,
So far-3s the content of ‘basic education was concerned the Bank

' had its heart in the right place, but had serioysly underestimated the

-

difficyltigs. He thought the real 1ssue in the next decade would be
questions of quality and content, and although the Bank was pointing
the way down the road few p‘efpple were'in fact travelling it Some

good work had been going on 2 ﬁr cxample at Innotech in Saigonand”

in Jamaica - but these exampl
the large volume of literattire on forecastig enrolments and quaptiia-
tive measures and the dearth of matesal'qn Panning for'eurriculum
-and teacher education Was-t'émarkable.‘Nigeria and Tanzania, for
example, had just announced programmiés of universal primary edu-
tation but appeared less concerped with what would go into i%
most countries there was an extensjve system of schooli but hardly
apy standagdized tests. 'If his was the situation in r&t
established school systems, how much more problematical would be
the design of a content for bas]c*educatioq;;vhich would bR applicable

and acceptable ? He thought the Bank wag over-optimistic about the

curricular” problems of basic education and the working paper '

underestimated the complexity of the problems involved.

1Di Ood Y ] 1

' Al_'r':old Andersonsand Lionel Elyin doubted Whit? the concept of.

basic education wis clearly enough defined tb be uful. They thought

the ESWP wgs far from clear in' the matter of “definitiort and*that the"
e AR 2
Qe - - ) ’

ere féw and the contrast betweer *
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,&Lionship b‘e_t'\g%'n basic education and primary schooling was left
“ Yo vague. Giiy Hinter saidthat basic educatiofwas not particularly
nélpful as an opérational concept unless one specified very clearly the
categories of learners involved. S¢hoo] Cluldren aged six to eleven
*co usefully be bracketed with older learners, themselves a
miscaMeous group. Adolescents and ‘adults, illiterates and schoel , ..
drep-outs could' not beStaught in identical ways. The content and
<.~ * - 4nstitutional framework of education would have to vary for each
= group. James Sheffield on the-other hand thought that the definitions §
" & of basic education given gn pp. 29-30 ofthe Eswp were adequate and -

that tooYighta definition wonld not:be useful. Basic education was a.

" broader concept, applicable to a much wider range of learners, than

primary sc'ho_ol?xg. Much would depend on whether this poinggwas

. understood in developing countries, or whether they, simplyfiter-

. preted basic education as a watered-down substitut for primary
education, and suitable for drop-outs. Gebrgg Parkyn sgil‘l he thought
there wis same danger of the meeting fighWng straw men on this
question of definitions of basic, education, since the World Bank
would probably agree largely with what Hugh Hawes and others had
said. He also defended the use of the terms ‘formal’, ‘non-formal’ and
“informal’ education, which Archibald Callaway had earlier criticized -

_+ as less accurate than ‘school’ and ‘out-of-school’ education. George
Parkyn thought that ‘formal’, ‘non-formal’ and ‘informal’ could be
clearly di¥ferentiated from an organizational point offiew, with ., ¢

“‘formal” applying to institutions whosspecific purposes were o

. - educate, ‘non-formal’ applying to the spegific educative activities of”
, bodies whose muin purposes were of othér kinds (e.g. productive

# enterprises, trade unions etc.), gnd ‘informal’ applying to the edtica-

. tive influence of all sorts of experierices undergone during ti¥
.course «of life. Lionel Elvin disagreed. He’ considered that the use -
" of the formal/non-formaljinformal terminology was exttemely con-’
.. - - fusing because formal and non-fornty! had other connqfattong. in
regard ta educational methods, and these cut right across organiza-
_+fionaly categories. He thought Archibald Callaway’s distinction
betwdwg education in school and education. dat-of-school to by
more usefpl. -, : ) e
Lionel ’Elvin also spoke out strongly against the idea of a dual

N\ a system, either on the basis of ‘urban tdutation’ for some afll ‘rurft

education’ for others; or *primary education’ for some dnd ‘parallel

{ . systems® of basic education for others. - Heawelcomed all kinds of

" radical changes in the primary education system, bit thought that the

* notion of parallel systems should be firmly rejected. There would be a
3 susflicion in respect of this kind of system that it would become & way -
of keeping thé under-privileged down permanently; of dishonestly
fobbing them off with an inferior product whilst assuring them it was” .

. . , ,. -
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as good as primary.schooling. Ther&was broad support by partici-
pants for this position, and also for Hugh Hawes’s emphatic rejection *
of the idea that the design of basic educat:o‘%programmes ought to
emphasize terminal characteristics. =~

John Andersoi: and Jon Lauglo thought the Eswp paid insafficient
attention to the way in which the selective functign would be fulfifled,
+ by basic education programmes. The papesawvas critical of the empha-

.

.

sis in prnimary schools. on the selective function, but it did not satis-

- factonly show how basic education programmeg: would handle the
<problem. Other criticisms of. the viability of basic education as a
parallel system were brought forward by Jean Bowman who found the
ESWP t00. vague "about who the teachers-were going to be, and by Roy
Gardnevho expressed concern abeut the organizational feasibiljty of
much that was proposed. It was very easy to-talk abouantegratmg
educat:on with other community programmes, about tapping existing
local resources for education; building new learning frameworks and
soon. But very often, as in shanty towns or scattered pnpulatlod areas,
there was 1n fact no ‘community”. And just who was going to carry

t

‘out the vast job of identifying needs,” orgamzmg programmes, -

mobilizing contributions, integrating programmes, etc?
Fmally', a number of speakers addressed themselves to the question
of the content of basioveducation. John  Lewis stressed the need for

"%

flexibility and for skills which were not too specific, bearing in mm’

- the inevitability of technicsl and economic Change. In this kind o
situation the ability to find out was more valuablé than possession of
a store of knowledge. Yet afftoo many schools saw their role simply *
in terms of transmitting to pupils-a series of,8ubject contents; and
seemed ircapable of making the quantum jurr‘(s involved in pursuing
the broader ends of edugation. He thought that the concept of basic
education might prove useful to the schbols « it helped concentrate
attentron on ‘basics’; on essentials. If money was short and the time
w spenit by pupils in schools hadto be limited, might not areas like art
‘be better handled outside school? Was there any point in including
physical education in the cumculum for children who walked long
distamces to and from school each day ? Health education was another

e

. area frequently badly taught. Jt currently fashionable to suggest

whole new areas of relevant curriculum, 'but recognition of teacher
limitations and time limitations was essential. Arnold -Anderson
argued that the most basuc skills - which _he described as subject
'+ skills - were the ability to express oneself clearly and fo read and .
« write. Literacy.skills bécame increasingly important as déne moved

" from the subsistence to the monetary economy, but they needed to be”
exercised and kept alive by the provision of int¢resting reading
_matter. It was here that local newspapers and news-sheets,. which

. gave people the chance {0 read about themselves s;nd their com-

uiToxt .mmnm . ¥
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““munity. could contribute much. Jean Bowman and Jokn Lewis
also stressed the impdMamce of ready-access to attractive and
en{ertaining reading materials.

Jeremy Greenland took up Peter Williams’s earlier criticism of the
"apparent narrowness of the' Bank’s interpretation of the social
dimensions of development He commented on the Eswp's pre-

= 5 occupasion with the economic functions of education, and on the fact
that-the teaditionallearning processes most generally approved of
“were -econonﬁcally-onented -ones. But the development process was

#  intifiat€ly bound up with sogial and cultural values and with the
' moral, ethical and rehglous domdin -of the curriculum. Unesco &nd

T foreigh advisers, on whom the poorest countries generally relied for

-

advice, naturally fought'shy of involvement in this area. Thus the
quite erroBeous view grourfd that curriculum was basically a -

technical matter concerned with economically usefu] knowledge and ™ . .

skﬂls rdtHer than with’ cultm-al attxtudes;behefs and values-and wnth
swvial rdauonshjps LT .

S .
¢ - e
a
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Reg Ijone)fbone mtrodscéﬁ the dlSCllSSlOl’l\;Hﬂsald th;‘ESWP did not ~ - 4'

go mto sufficient detail of how mplementatxon of ' changes and ~
reforriis would take place, particularly in ‘batic ‘education. %g st
respect he would like to make four main points.

1. Redl change in educdtion was very siow; as Beeby* and others had
pomted out. Real change conce xmproved processes of learning -

- and went deeper than changes in 6rganization. Educational changes

affecting basic education would be particularly slow because they
-applied to-m wide age-range and to people of very varied socio-,
. .economic background, as the eswp made clear. By definition, many
of those who would be drawn into leassting for the first time through ~°
Dbasic education would .come from groups traditiewally’ least res- ,
ponsive to change.,
2. The Bank said little-aout the training of change-agents Very often
~ these would be people who had been through local universities and *
although these msmutlons were directly or by implication often
criticized for producing élitds, .they should be given credit for their
conifTBution in terms of middle- and higher-level personnel who could
help minage the process of change in their countries.
3. Changes would take place mdre gapidly if institutidnal grawmg
\-—-points were established. Govcmmeng tended to use institutions and
their graduates much less than they could or should by dispersing ~
their éffectiveness. [p the education syste;n for example, “instead of |

*Beeby, C. E., The Quality of Education in Developfng Cauntries Cambridge, ;
M;ss* Harvard Umversaty Pr&ss, 1966. X

- *
- .
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using graduates from higher institutions only as teachers with mini-
Mum opportunyties of innovation, they could be used more in the
formulation of Kew policies, and the whole process of change.

4. In general, universities and other traiming institutions could be
regarded as permanent ard therefore suitable as a home for projects
based on international aid. In particular, they cotild offer faciljties for
the training of, for example, many types of teachers and extension
workers under one roof instead of in dj

Discussion S [ .

Raymond Lyons stressed the close relationship between educational

change on the one hand, and economic and secial change in the

coyptryside®on the other. In terms of trying to help the poorest
i promote greater equality, which was

, 3 On was secondary in importa

Ineasures designed to raise agricultural productivity and incomes. -

Such measures involved vital political issues.

There was some discussion of the mechanics of¢ducational change.
Lionel Elyin criticized the tendericy of the international bodies to be -
somewhat indiscriminate 17t their advocacy of Change. In some
countries reform might be urgent, but in others hke Brazil or
Vengzuela it might not be necessary to rethink the system com-
pletely. Nobody at the ‘meeting agreed with the optimistic assertion *
by the esWp that ‘change will normally begin tﬂrougﬁ a comprehen-
sive study of the sector as a whole which assesses broadly the

gh

desires on the p ,

, 3;?1&1:715 argued that the calls in the Eswp and clsewhere , -
for radical reformseygook little account of changes that were being
effected and the processes of adjustment to changing circumstances
that couldl be observc'dz,at institutional and individual levels, Studies,,
of the, process of cfladge and adjustment - such as the Eswp’s sug-
gestion for more tracer studies - might be more bengficial aad en-
lightening than compréhensyve evaluations. .

Some kexamples of comprehiensive sector studies of edu. n were
“briefly distussed. Indigenous leadership and 'par?icipati(:?‘;n Such

) o
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surveys at national level were crucial but, as Jokn Cameron pointed
out imr respect of Ethlopia, were not enough by themselves. There

" must also be ¢Xiensive local consultation within the counfry and @
basic congruence between the proposals made and the aspirations of

_ the people. Johr Lewis also stressed the importance of genuine con-
sultation and participation in educational planning and in the
formulation of proposals for change. -

Kenneth King underlinell the danger that powerful international
agencies night succeed in ‘selling’ ideas to the developing world
which had no real chance of spreading. The offer of finance for basic
education projects might result in the creation of a few piecenreal
projects — community education centres pechaps, or programmes for

. the education of nomads - in a number of radical countries. Such
projects could become quite celebrated wifhout necessarily having
much significance to processes of diffusing over-all educational or
economic change. A good exampte was the famous Jeanes School in
Kenya which haé been visited by countless local and international
experts; and which, despate its high reputation, had had virtually no
impact on,Kenya’s primary school system. Thus same example illus-
trated how difficult 1t would be for the World Bank to chanpel 1t aid
funds in such g way as to promote Jocal entrepreneurship. -

There was a brief discussion of the World Bank’s own lending

- _policiés and precedures. The rieeting generally welcomed a number

~ofproposed new emphases in the World Bank’s mode of operations as
outlined"in the EswP. In particular participants endorsed the need for
ensuring that assisted pilot projects be replicable, the possibility of
refidering recurrent fiftancial assistance in-the case of experimental -
projects, and the use of more flexible operauox}a( procedures.

P ' /




Appendix 1
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"Summary of the Educatlon Sector Working
~ Paper

. Thcpapcrisinthrecbaﬂs._ first shortest part reviewy trends in
education dnd- dcvelopmem between 1950 and 1970. The sécond part,
occupying the ma_pr ion of the vofume, discusses the issues facing |
developing countries and the different policies open to them in developmg . ‘
their education systems. The third and final part is devoted to the World |
-Bank’s education lendmg policy and programme. .

T Trendsin Education and Deve!opment to 1970

" There has long been concern over the relevance and quality of educauon
mdevelopmgcountrm.Anewconccmhasnowansmmmfarasthc . |
rate of expansion of eflucational grow:k in the later 1960s declined. Since * |
~  then the economic plight of the poorest countries has been intensified by . |
- thcmemoﬁpnces.ﬁwrelsnowtheprospectofretrogrmonmth«‘;m 1‘
progress towasds unjversal primary educatiofh . |
Although it used to be assumed that educational policies were irrelevant- |
to development objectives, it now seems that they were in many respects I
keeping company with overall developnmwbyecnm whichggrere them-
selves irrelevant to the conditions of developmg societies. In their efforts to
modernize and ‘catch up’ with the developed Countries, tbenewlymdepen -
dent countrics put considerable emphasis on capital-intensive in u:;Ft .
which created little employment. The traditional sectors of the y _ -
were relatively neglected. This strategy was mlrrored n educational lop- ’
mtsmtepswhmh,undaﬂnmﬂmofnftencmdeandmﬁaal
manpower studies, stressed and higher education rather than . N
prima:yeducation;nwreover,voca jonal educatien was neglected. ¢

.2. Education Development Stratagyfor the 1970sand .
Beyond s ®

Theslmrmgof!hcbmcﬁtsofp’owthandnotmlygmvﬂhxtself;s :
ow seen to be importarit. Anumbaofcomt:marethmcfdremnsﬂerm{ -
a poverty-oricated devielo t Strategy emphasizing the creation.of .
preductive employment witK particular emphasis on the stimulation of new .

" productivity in rural areas. If fuller use is tobe of human résources

in the traditional and transitional sectors of the y, mass pducasion
will be an cponomic as well as a ity, other things, *
this implies first tha$ educational itics must be better digtributed ’

ubamthemdﬂmtmdmandmg&mlamﬁmz'
. between urbanisnd rurai regions; second, that it should beextended thtough

m-fmmmmwwmmmm
« groupsalone | .
R memmmmwmmmm
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(a) Formation of Apprppl’hte Skills X

Because wage jobs are ofter allocated on the basis of formal education
credentials there is a strong and constant pressure to expand enrolments
beyond the absorptive capacity of the moderg.sector. Employers respond
by choosing job-seekers with more education, which only exacerbates the

. problem by further fuelling demand. The ¢ontent aof education becomes

4

7
/

distorted with ¢ach cycle being regarded mainly as a step towards the next.
Consequemly, education systems become dysfuncnonal both for the
economy and for school Jeavers.

. To help’find emp!d&rrwnt for school leavers a numbcr of different
policies, reflecting dufferent analyses of the causes of thesproblem. have been
advocated. These include job- creation, revision of the curriculum to_
mncfude job-onemed skalls, ratioming of secondary and higher edlucation,
.and altering the benefit cost-ratio for students of attending school by rais- -
ing the private cost of schooling and reducing earnings differentials
between groups with different educational attamnments. Such policies
. reauire co-ordination of education employment and wage policies and the
co-operation of employers

Polities for the rural setting raise a number of. different questions. |

Possible approaches include rurahzation of conventional schools, non-

formal education schemes either parallel or alternative to school education,’

and functional literacy pr Among basic critena for the design of
. rural education and training pr are that they-should be func-
. tional, form part of a total educasion delivery system, be integrated with

other rural development activities and be replicabje in terms of‘lhexr costs -

and managerial requirements.

(b) Ensuring Mass Participation in Education and Development
. Many ed% tgitanggmerally fail to achieve effective mass articipa-
‘fion in edu | opportunyies. Although public ex ture on
education has mtly increased, about half the children and adults ia
dcvelopmg countries have pot been provided with sufficient education
and future prospects are unpromusirig. The overall litetacy rate has
: increased during the 1960s from 41 per cent to 50 per cent, but
there may even so be an increase of over 100 million adult illiterates by
lm g LR

In countries with hxgh primary school cm'olmcm ratios mass educauon
-cah be provided by tht formal primary school education system, supple-
mented by out-of-school schemes for youth and adults. Far many fower
income countri‘és however, the expansign of formal! school systems to
provide mass education may not be financially viable, in dhvese cases
" the concept of Basic education may offer the mpst h [ approach.
Basi¢ education js characterized by a function® definitidn of content and |
obpcummtcrmsof ‘mmglum learning needs’, byopmmtolmmers

regardless of age and Sociopconomic charagteristics, anid by varying onm‘

and techmologies, of provision. In addigion' to formal pqmary schoofls,
systems - either complementary.or alternative to pripnary school —

should be einsxdergi Buch dualism may encounter parental objections

thalmsmeqmtabk-‘buf !t maybetheonly waymmepoorwcmmtﬂs of

. -)' . ) - [}
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providing some Kind of education for all, and some of the problems of
dualisri may be overcome by structural adjustmegts.
(c) Education and Equity - )
. Most education systems have a regressivg character, favourifig urban and
%igher income groups. The qualjty of teachers and other inputs is unéven -
v Bs between schools serving diffenant areas and incbme groups, and systems
of éducational f‘mapoe may operate ig such a way as to transfer incon’m »
- fronmrtower to higher-income groups. * - Ty, ' :
™ Equalizing access to education through appropriate scheol location . Lo
.. ahd finantial support policies is an mportant means of attaining equality - -
.of educational opportunity. Equalizing the chances for achievement is a .
'+ more difficult objective, however. Additional school mputs and ipproved
"7 selection and promotion mechanisms can offset some of the disadvantaggs -
of pupils from underprivileged backgroundy, but it must be i
+ that there are ‘important nom»school variables affecting achievement,
particularly the socio~economjt background of a studbdt’s family, which
* may only be affected through\changed.in the overali incomé distribution

pattern.of a country. . . . - L
e , v £ N .) 7
' (d) Imcressing Efficiency . o y
' Education systeins in"most loping trie arewi ient In using
* resources. The-quality and subject distributionof t is inadequate. .
© “gtudies indicating that it may ~bltt‘qossil:olo; to i class size without .=~ )
gnificaht loss of strdent performance shotld bg followed up. The design .
and efficient use of fearning materials ‘and equipment require attention,and ' . ©  ° ¢
" children’s motivatjon and ability to learn is often impaired by inadequate’ Y
nutrition. All these inefficiencies are reflected in high rates of dropout ~ |

and repeating. . - . . 2
Steps to improve efficiency inclyde more exact specification of educss
tion and training objectives and of performance standards, ‘and' the - ., +
* identification’ of factors - both school. and nor-school iKY to affecs /<. w
1 qﬁidmcx.Somcduamtoimproveeﬁidencyeou}dpfodmecostgavinp; ; .
, su'chﬁchanaaintlwpmmofwwumini 'or increased class sizes, .
~ and other reforms might ‘be-neutral in their, @fect on costs. But many ot

fualitative improvements would entail higher costs, so that it is important

to explore cost-reducing chariges, ] 11 . . S
’(e)whllmmﬁm.m . T "_
The poor performance of educational system3 partly reflects inadequate a
uﬁmpmgnt Education policy; makers arc usnally ill-equi .10 see <~
Lo educationa! policy as palt of overall national economic and soci policy .
o and to operate i the area of inierface between education and employment B

* or education and finance. There is a' lick of co-ordination within the T~
administrative structure among the different agencies concerned: with ’
.Mmmwmummww.muﬁ&lm’ T
. mkm‘ipddxmiowmamsfndonotmmmunhtcvdlwith‘m .

-
.
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= . In the first place, new planning approaches are needed. Conventional
approaches. to educational planmng, particularly the rate of return,
approach and the manpower approach, bypass the key questions of \}\
equaliting educational opportumities and partieipation, especially for , N
. people in the traditiopal sectors. A broader approach to planning is
- % therefore needed. One tool which may prove useful 1s cohort analysis,
. based on the idea of following by means of tracer studies the major
educational and job steps in the hfe cycle of a total age group. More
disaggregated analylis by regions, economic sectors and social groups 15 ~
— also requifed. ) .
o sond, suyst'emual changes 1n the organizanyo® and structyre of-
edu@tional systems are called for. Third. systems of educational finance
*should be overhauled and’ new sources of finance for education such as
" seIf-lip, earmarked’ payroll Tevies or’student loans schemes, should be
explored. Accds 1p-education and equity in education are sensitive t0- ’
. alternative modes of financing. Finally, the development of local research
. ¢gpacity-and of procedures fOr regular evaluaticn isessential. . | €
3.The Woyrld Bank’s Education Lending Policyand.,
Programme * .

.o e o -~y ) ) -
" . () Introduction - oo
While no single formula or strafegy can meet the needs of il the Bank’s ' »
L bOtrowen, an analysts of educational profiks of countries with different
tevels of income and stages 6f development shows 'some patterns which,
can help the Bank agljust its response 10 _the different priomty needs of
countries. Increasingly, .the Bank's educational lending reflects its concern
] , with the needs of Jow-income countries and of the poorer 40 per cent of the -
ation. But the Bank will continue to assist countrie whach still need « |
help despité having moved to lugher levels of development. . . .
For- the posrest countries the major task \is meetng the minimum -
learning needs of the unediicated masses. What is called for in most cgses
is basig education programmes, emphasts on rural trainng, and a careful

+ and sejective.development of upper levels of formal educatioa. In middle-

. and fughef-intome countries on the other hand the developmént of
secondary and post-secondary education will be a more central pre-
occupation, and particular attention to the balance hetween educational
output and manpower requirements will be important. .

sy

o ;?ﬁkpdkymmm&n T ‘ . )
- first education project supported by the Bank was ifi 1962, and in v

e 1963 a memgrandum on Bank education! poligies was issued. The Bank’s ’
Jerding was initislly.concentrated on training of critically needed types of v
. mdnpawer but the approach broadened over time, and a memprandum
i issued by the President of ¢, Bank in 1970 underlined this, Whereas.in *
the 1963-7) -period Bank legding was divided between, primary, inter-
mediate and higher education m the proportions 5:72:23, this had changed
- to11:48:41 by 197274 and 15 proycted to become 27 14330 inthe 1974-78
. pe'rlod.‘ . T ] -
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{(c) The Bank’s Future Programme

The Ban®'s educational’lending will be based on the following principles:
(a) There shouid be at 'least a m.lmmpm basic education for all as fully

. ahd as sbon as avauable resources permit and the course of development

" requires. )

K (b) Further educzuon and trainmfg bfyond the basic level should be
- provided selectively to improve quantitatively and qualitatively the know-
ledge and skills necessary for the performance of economic, social and

other developméntal roles. 3 .
© A national system of education Shou]d be vitwed as a comprehensive
g system embracing formal, non-formal and informal educatlon and

dorking with,maximum possibl¢ mternal and external efficiency” ~
(d) In the interést of both increased productivity and social equity,
educational opportunities should be equahzed as fully as possible. -~

‘

Deahmuh Basic, Pr:mary Education. ]In ‘countries needmg to expand .
the fo | primary school system the Bank will give help with curriculum
. ' apd other refgrms. Those with low enroiment and limited resoutces will .

be assisted toyreview and revise their structures. Partigular ‘attention wil

be paid to Eukuags planmng for the greater use of mother tongues, use,
of electronic media, uLengthenmg local-administeation of education, and °
localization of procurement. Lendmg may reach *S350-400m in 1974-78, -
4 - butahus will Pasxcan) bea toolmg up'period -, |

-

;'/ . Develap t #f Skills. The. Bank wall continue !b devote a major part of
its funds for ‘educational development to supporz the development of, .
skills to meet the needs of vocatonal and professional mangower in‘the
urban md—rural’ séctors. The poligy of encouragipg camprehensive schools .
. mag bé modified in poor counmes wrth tow school enrolmests. Manpower .
ahalysis will contiaue to be used but wil] be broadened. New teshniques
for cost effectiveness analysis in the choice of alternative forms of voca- R

~ tidnal traujg wilVbe dﬂe]ow applied.” . Sty
v - - ¥ -l

Efficiency. The Bank will encourage cost 0onsciousnessn t gement

.of edycation, ¢specially throtugh larger class sizés, local production of *

T equnpment and t ang the-hiring of tgachers vnth experience
© o, outside education. YThe- systematic use of evaludtion, improved, child

. “ nutrition, and emphasis on the fimancial criteria’in educatnon'ai projects,’
wnll also be promoted. . )

id 4

~ " Education and Equity. Equity will be a key cmcribn in all Bank operations. * .
The Bank wiHl develop a guidance'and monitoring system to determine the

*

W

|

>

/" beneficiaries of education projecgs. [+’ ' S, .

. (d) Bank [nding ngmm and Possibﬂiﬁes v -
’ A first _question is whether countries wil|be prepared fo awept thcvpo‘hcnes
* advotited m, the Education. Sectom Working Paper. Experience suggests

that the innate caution and conservatism of educational establishments will~
,e cemmue and few countries will undertake the radical changes which many
external *observers consider neoas,bry But onc.can obscrve a growmg

+ » 0
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willingness to confider proposals for reforin and awagfness of financial

constramts may act ds a powerful inducement. Chang
through comptehensive studies of the education sect

_ Bank will encourage such stidies.

ill normally begin
as a whole, and the

A second question concerns the risks in these p
in embarkmg on highly innovative policies are

icies. The risks inherent
bstantial, but the effects

of continuing to neglect the needs ydenuﬁed i

oertamly be more costly.
A third question is whether the Bank it
implement the proposals of the paper.

the Working Paper would

f is in a good position tb hélp

e Bank intends to finance 80

projects costing $1075m 1 1974-8
$947m in 1969-73. An additional $35
in other sectors. About 27 per cent

pared with 66 projects costing
will be spent on training projects
the lending will be for primary and

1

E
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" costs of experimental

basic education.

‘The Bank is making every eﬁ'or to ensure that an equnable distribution’
of its educational loans, both wj and between countries, rs thpugh
a number of factors limit its bllny to act 1n this regard Tcluding the
absorptive capacity of recipiefits and the greater avallabxmy of Bank funds
for higher interest Bank loans than for low interest Bank credits. More
flexible procedures will be required in terms of financial disbursement and
procurement, These mch:Ze the financing of operational, as well as capital,

ojects ' and of the traming of teachers and

administrators.
. ®
I
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Review Mejing on The World Bank:Education Sector Working Paper
held in thd Department of Education’ in Developing Countries,
University of London Institute of Education on Monday 19 May 1975,

=

. Listof Participants ,
'“\. Chairman: Reg Honeybol;e Pfofessor and Head of Department of
" Education in Déveloping Countries, University of London Institute
= - of Edueation. - .
' Convenor: Peter Wﬂlian;s Lecturer in the Department of Education in
Developing Countries, University of London Institute of Education.

Arnold Andersos’ Professor Emeritus in Educafion and Sociology and _
former Director of the Comparative Education Centre, University of
Chicago; Visiting Professor at the University of London Institute of
Education, 1975.

John And&son Principal of The College of St Mark and 5t John, Plymouth. .

Mary Je;m Bowman Professor Emeritus in Education and Economics in
the University of Chipago; Visiting Professor at the\ London School of
& conomics 1975. ~ )

Archibald Caliaway Fellow of the Institute of Commonwealth Studies,
Univérsity of Oxford: ) T -
Jobn Cameron Senior Lecturer, Department of Education in Developing
Countries, University of Londen Institute of Education. .
Christopher Golclongh Research Officer, Institute of Development Studies,
University of Sussex. , - T .
Kenneth Cripwell Lecturer, Department of Education ‘in Developing
. Countries, University of London Institute of Education. - i -
Tony Dodds Consultant, International Extension Collegs, London,

Paula Edwards Depaifment of Health and Social' Security N ing Res..
search Fellow attached to the Department of Education in Developing_
Countries, University of London.lnstiqm of Educa)io.m‘ T L

Lionel Elvin Professor Eméritus in Educatign and former Director,

h

University ‘of London Institute.of Education«
Nick Evans Senior ﬂaetum-, Depart;lpnt of Education in Developing
Countries, University of London Institute of Education. . .

Roy Gardner Lecturer, Department of Educationin Developing Countfies,
University of London, Institute of Education.
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Jeremy Greenland Lectu.rer in the-Depanment of Educationa! Studies,
University of Oxford. - -

>

Hugh Hawes Lecturer, Departmem of Education in Developmg Countrm
University of London Institute of fducation. -

Guy Hunter Sertior Rtsea:ch Offcer of the Overs&as Developrmnt Insti-
tute, London. <. S

Kenneth King Lecturer, Centre of Ak!can Studl&s Umversnty of Edinburgh.

Jon Laugto-Lecturer, Depariment of Comparanve Educznon, Umve:;t%——‘
of London Institute of Education:

John Lewis Professor Emenitus in. Education afid former Head of the
Department of Education in Developing Countries, University of London
- Institute of Education. (s ~

Raymond Lyons Senior Programme Oﬂicer Imernatwnal In.smute for-

Edumnonal Planning, Paris. \ -

John Oxenlnm Fellow of the Insmute of Development Studies, Umvcrsrty

of Sussek.- ,

Albert Ozigi Principal Tutor, Institute of Eduoauon, Ahmadu -Beﬂo, ’

Umvemty, Zaria, Nigeria; Visiting Scholar, Department of Education #
« Developing Countries, Umvers;ty of London I:ﬂktute of Education 19

George Parkyn Profssor and Head bf Departrmmt of Comparauvetd‘uw—

", tion, University of London Institute of Education.

James Sheffield Director of Internitional Studies at Teachers’ Col!cge,
- Columbia University, New York; Visiung Scholar, Department of Educa-
n;)n in Developmg Countries, University of London Inmlute of Education
1 74—75

Elwyn 'ﬂ:omas Lecturer, Departmem of EducatlQn n Develepmg C oun-

* tries, University of London Institute of Educationg

Michael Yqung Chasrman, International Extension College, Loﬁon.
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Languages and Literaci in Our Schools: Some Appraisals of the,

Studiesin EBuca‘tion

a senes of occaslopal papers pubhshed by the University of
London Institute of Education.

Builock Repoxt. October 1975. ISBN 0 85473 051 6.

The Cumculum The Doris Lee Lectures 1975. November
1975. ISBN 085473 0540
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Prescription for Progress? A Commentary, on 'the Education
Policy of the World Bank. May 1976. ISBN 0'86473 063 X.
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